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Tightening Those "Slack Jaws Before the Tube:"
A Case for Visual Education in Elementary Schools

Emily Edwards
When U. S. Education Secretary William J. Bennett complained of
young people spending their time "slack-jawed before the tube,"
he conjured up an all-too-faml1iar image.
The television set is
on an average of seven hours a day in the American home and wliiie
the set is on, children are in front of it.
The amount of time
children spend watching television varies with age from an
average of H5 minutes a day at age three to four hours by age
twelve, with weekend averages Increasing to four and a half or
five hours a day.
Viewing time decreases with adolescence to an
average of 21 hours a week.
As Bennett’s description suggests, plenty of children have developed viewing habits that
demand little Invested mental effort.
They form a young audience, unable to apply critical skills to what they see on
television, because they are so confused by the excited dash of
sound and image that they cannot think clearly about what is
presented to them.
The "back-to-basics" emphasis at the elementary level
does not address
the needs of these young,
"illiterate viewers." Television is perceived by educators as an
irritation and an enemy, but not as a subject for focused study
in the elementary classroom.
Educators now are struggling with
the problem of how to fit computer literacy into a traditional
back-to-basics curriculum so that young students will be equipped
to face the challenge of the new technologies in an evolving
technological society.
Meanwhile, little emphasis is placed on
helping students understand and master a technology that already
dominates their lives.

The purpose of this paper is to present a case for adoption of
visual education in the elementary schools with an emphasis on
student production activities.
In spite of the absence of a
fully developed visual education curricula,
the notion that
children
should
be
taught
to
become
critical
viewers
of
television is not a new one.
Anderson identified four underlying
constructs for critical viewing curricula:
the intervention
construct,
which
seeks
to
counteract
television's
negative
influence; the goal attainment construct, which seeks to Identify
motives for television watching;
the cultural
understanding
construct, in which television is studied as a guide to the
Dr. Emily Edwards Is a professor of Broadcasting/Cinema at the
University of North Carolina, Greensboro, where she teaches
courses in television directing, programming and production.
She
had a professional background in television news reporting and
production with ABC and NBC affiliates in Tennessee and Alabama
before receiving her Ph.D. from the University of Tennessee,
Knoxville.
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culture; and the visual literacy construct, which emphasizes
student activity in production of programs (60-70). While schools
have been slow to adopt any critical viewing curricula, the
visual literacy construct has had the least support in curriculum
development (Dorr 139).
However, a review of the literature
suggests that the visual literacy construct may yield the best
results, since children's active involvement in production should
subsume some goals of the other three constructs.
Responsible
viewing and responsible program production are both integral
parts of the communication process.

Considering the passive viewing habits many children have
adopted, television viewing requires less effort from children
than an activity like reading.
And, television viewing does not
demand literacy.
Even a six-month-old infant can enjoy the
color, movement and sound of television just as she enjoys the
musical mobile above her crib.
The medium is as mesmerizing as
any noisy, colorful toy.
An older television viewer can allow
the better part of her thinking to be done for her as the eyes
are led by the magical connection of electronic dots into a
picture and from the picture into a program.

In addition to making a minimal mental investment in television, both children and adults demonstrate a lack of selectivity
in their viewing habits.
Children tend to watch television
regardless of content, leading to the use of the term "attentional inertia" to describe the viewing patterns of some children
(Anderson et al. 80).
The longer a child looks at the screen,
the greater the probability she will continue to watch.
But the
opposite Is also true.
Less time with television reduces the
likelihood that the child will begin to watch.
As Culllngford
noted, "Children watch numerous programmes they do not particularly care for, but continue to watch in absence of anything
better" (3).

For many children television may have become an abused electronic sedative.
Because the social side effects of television
used as a pacifier may be dangerous, there are several recurring
issues regarding the effects of excessive television viewing on
children.
Host research explores
the effect of television
viewing on children’s social and cognitive development.
Early
research supported the concern that some television content might
stimulate aggressive or antisocial behavior in some children and
that heavy doses of ^lolence were a staple of television's
entertainment content.
However, Schramm's classic study and
the later results of the Surgeon General's Report presented a
more moderate view of television as a socializing agent.U
Hany
scientists believed the issue of violence on television was being
pursued at the cost of issues such as divorce, unemployment, and
family structure or the child's personal, social and psychological characteristics, variables that might have a greater impact
on what children learn from television.
In addition to the violence question, the Surgeon General's
Report also examined why children watched television and discov-
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ered that it provided a social utility function as well as
entertaining and informing young people.
For example, television
provided topics for conversation or school reports.
Watching TV
was something Inexpensive and convenient for teenagers to do on
dates.
Perhaps one of the most important ways children used
television was in developing a picture of how the world works.
■Scientists learned that children had a great deal of affection
and respect for television and used it in constructing social
norms.

Later research began to focus on the social norms issue, and
emphasized that the minimal effects hypothesis, which underscored
the importance of audience selectivity and interpersonal relationships on mass
media
effects,
underplayed
the
learning
associated with the many hours audiences, particularly child
audiences,
spent
with
television.
For
example,
scientists
learned that some children wlio were heavy television viewers were
likely to believe the TV portrayals of characters and situations
in entertainment programs were real (Greenberg h Reeves 86-97).
This was especially true for the younger and less astute child.
Heavy viewers were also likely to substitute a televised world
for personal reality or televised experience for real experience
(Gerbner & Gross 199-162; Potter 159-179).
Scientists recognized
the social power of television as an unplanned
educational
curriculum to teach children social roles and behaviors from
dramas and situation comedies often without the children fully
understanding the programs they watched (Berry 80).
Hawkins and
Pingree in a review of the research concluded that television
does have some influence on perceived social reality (229-297).

Additional
research has discovered
the phenomenon of the
"constant television household," where the set is on for the
better part of the day regardless of whether or not anyone is
watching.
Children in these households have little parental
control over their television viewing (Hedrich 171-176).

The effect of heavy television viewing on reading and creative
no,
studied with mixed
results
(Haccoby
921-999; Wagner 201-206; Peirce 995-998).
However, many scientists and educators clearly support the belief that the Instant
gratification of television spoils concentration.
Research has revealed low amounts of literate viewing for child
audiences even among the heaviest of viewers.
Researchers who
compared the television viewing habits of American children with
those of Israeli children
found
that even
though American
children watched more television they were unable to answer
correctly questions about the content of the programs they
watched.
Researchers concluded that the presence of commercials
and the absence of adult guidance increased the likelihood of
shallow, uninvolved viewing (Cohen i Salomon 156-163).

Weed for video literacy
Because the television camera makes a presentation of literal
images, it is difficult for many children to grasp the fact that
the presentation itself is not literal and that the television
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camera has its own set of biases.
The images we see on television have been deliberately selected Just as words in a book are
deliberately chosen.
The camera
can direct and
focus our
attention;
editing
techniques
can
control
time,
space
and
context.
Four or five generations of history can be condensed
into a mini-series.
Or time can be expanded to allow us to
witness the beating of a hummingbird's wings or the impact of an
assassin's bullet.
Editing and pacing can affect our emotional involvement in a
program as well.
Quick cuts create excitement.
A zoom in to a
close-up can tell us what details of the picture are important to
the program's message.
Even adults often are not consciously
aware of the ways in which production techniques escort our
senses and shape our understanding of the program.
Studies of
visual perception, for example, have demonstrated that a moving
camera has an influence on the comprehension of adult viewers by
lending spatial or environmental information to a video (Kipper
295-307).
Unlike written language, which makes sense only after the
reader has visualized in her mind what the symbols stand for,
television is a visually exact rush of Images, which pursues a
young viewer at its own bewildering speed.
For this reason
children must be taught to become knowledgeable, active users of
television rather than passive watchers.
The young viewer who
understands
the
conventions
of
television--the
elements
of
television production—can become a critical consumer of what
television has to offer.

Although television literacy is not a requirement for using the
medium, its benefits to the viewer are obvious.
The person who
understands the medium is no longer at its meicy.
Since children
do spend a large part of their leisure time with television and
often use television as a guide for social norms, the study of
the medium, which includes a hands-on production approach, should
be a part of their curriculum.

Increased television literacy would also help to protect First
Amendment freedoms.
Freedoms of speech and press have been an
Important part of this country's heritage, revealing several of
our general assumptions about human nature.
Our founders would
not have promoted a "marketplace of ideas" if they didn't believe
the public was armed with enough reason to distinguish good ideas
from dangerous ones.
Of course the medium in 1791 did require
literacy, which meant children usually were not exposed to
dangerous ideas until they had some schooling.
While school did
not insure reason, the opportunity to acquire a critical attitude
toward the print medium had been presented.
Vulnerable child
audiences give the promoters of censorship an honest argument for
restricting television programming, and thus gaining a foothold
to censorship of other media.
A third benefit of increased visual
literacy among young
audiences would be increased selectivity.
Young audiences who
are more visually alert and knowledgeable are more likely to
demand better programming and less likely to watch anything or
everything that comes on television.
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Before teaching a child to become technically literate, we must
examine the ways in which children now learn the conventions of
television--the grammar of the medium.
It is difficult to
distinguish between the grammar of television--such elements as
camera techniques and editing--and the content of a televised
message, since one is an inevitable part of the other.
Research examining children's understanding of the messages in
television programs has shown that very young children have
difficulty grasping a plot, understanding which elements are
central to the plot and which are not, and appreciating the
motives of characters (Corder-Bolz H O' Bryant 97-103).
Studies
show that when adults or older siblings watch television with
children and supplement program material with additional information, children understand program material better.
Also, a
child's understanding of program material changes a great deal
according to age (Collins, Wellman, Kenison & Westby 3^9-399).
Very young children have difficulty understanding the difference
between advertising and program content (Ward and Associates
56).
Understandably, the more social knowledge a child brings to
the viewing situation, the more likely she is able to comprehend
the plot of a program and the relationships of character (Newcomb
A Collins <I17-'123) .
Similarly, a child's understanding of the medium's capabilities
also increases with age.
For example, at three a young girl may
wonder why her mother is content to remain stuck in heavy traffic
when she might fly her car over the stalled cars like "Nightrlder" or the boys in "Dukes of Hazard" seem able to do.
But by
six the same girl will have learned to be cynical about television's "trick photography."
Perhaps an older brother explained
that Samantha of "Bewitched" doesn't really do housework by magic
(Haefner & Wartella 153-168).
Perhaps the child learns through
first-hand experience that a toy isn't quite what it is advertised to be or that happiness is not necessarily a byproduct of
choosing the right detergent.
Like Santa Claus,
the myths
television presents are eventually exposed.
The child learns
that television Is not a literal representation of the world but
a Jolly fantasy.
Even though the older child may learn to be
skeptical of television and its messages, for the most part
television remains a mysterious optical illusion.
The child is
not sure how television manages to deceive.
She is just sure
that It does.

In a study of television literacy curricula Dorr and associates
found that young children can learn about television, how to
evaluate it and can apply this knowledge in discussions of
television content (71-83).
However, this curricula did not seem
to effect television's impact on social attitudes nor did it
include anything about the production aspects of the medium.
Research exploring the production aspects or grammar of the
medium—such as editing techniques, visual and auditory production,
cuts,
dissolves,
pans,
zooms,
auditory
distortions,
pacing—shows the grammar of television may have an influence
apart from that of program content.
The particular grammar a
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television proeram uses influences the message and how a child
interprets that message (Hudson & Wright 35-68).
But whcn--and
how--does the young spectator learn to interpret the constantly
changing shots and
angles,
the
interruptions,
the multiply
perspectives and focus of television?
Some technical aspects of
television appear to be associated with developing mental skills
(Salomon 138-199.)
The technique of zooming in and out, for
example, is similar to the skill of relating parts to a whole.
A
child who learns to understand changes in camera angles can
understand changes in perspective.
Exposure to the vernacular of
television can improve corresponding mental skills.
Television
then becomes a step toward mastery of new concepts and areas of
knowledge.

Stimulating young people to think and wrl.t£I

The positive influences television could have on stimulating
creativity were illustrated in a Special Studies production class
for youngsters aged 9 through 19 presented by the University of
Alabama at Birmingham.
In the beginning it was clear that most
of the children believed television was a medium to be used by an
elite few who produced programs while the rest of us sit and
watch.
This class was a rare opportunity for many of these young
students to understand the power usually
reserved
for
the
aristocracy of the airwaves.
A few of the children were fortunate enough to have video equipment in their homes and as a result
had more sophisticated ideas about television.
Even if the
children were not allowed to use their parents' cameras and
recorders, they had occasions to notice the differences between
real and recorded events.
These children knew firsthand that the
experience of eating cake and playing games at a birthday party
was quite distinct from Daddy's video recording of the event.
But, most of the class had only the vaguest ideas of what video
tape editing was all about.
Learning to use an editor to
electronically manipulate pictures fascinated them.
For many of
the children, video editing was like learning a magician's
tricks.
By cutting from a picture of a boy standing on the ledge
of a high building to a picture of the same boy lying sprawled on
the concrete below, the editor could suggest that the boy had
fallen, though the boy really had not made the tumble at all.

A great deal of the time in that early class was spent exploring the technical limits of the equipment.
The children were
thrilled to leave the classroom for this technical "play" in the
studio.
This fascination the children had
for the camera
equipment could be compared to the enchantment crayons have for
many toddlers.
They were enthralled by their ability to make
pictures.
Not until they had mastered the equipment, almost at
the end of this short course, did the real learning start.
Students began to see that simple picture-making was not enough.
There had to be a reason for the pictures.
The students had to
have something to "say."
This problem of having to "say"
something Initiated an enthusiastic struggle for the development
of messages and program concepts.
For most of the children this
meant turning from the collaborative art of television production
to the more lonely occupation of scriptwriting.
A rare reversal
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of circumstances; the television-era child focusing attention and
sustaining concentration because of television.

The promise of production is a good lure for young writers.
Scriptwriting contests where the "prize" is professional production of the script have been good motivators.
The Birmingham
International Educational Film Festival has sponsored such a
contest for Alabama school children (K—12) since 198?.
Production workshops are offered in conjunction with the contests to
help students and teachers learn more about television.
Enthusiastic response to the contest has grown steadily.
Teachers who
have had students involved in these contests say the benefits of
professional production are enormous as young writers' see their
work given serious consideration by adult professionals.
Classes
also benefit, since the young writer must use classmates as
actors, designers and crew.
At the 1987 productions of finalists' scripts, one sixth grader--after observing how chroma key,
the special effect that uses color to cut one image into a
background image, worked and how certain camera angles created an
illusion of depth--remarked that he would never "watch television
the same way again."
This young student also said he couldn't
wait for next year's contest, since he had "lots of ideas for
scripts" and he was going to write these down when he got home.
"Exploring the various aspects of television-from the technical
though the artistic-will help children learn to discriminate
between the fantasy and reality of
television programming" (Ploghoft and Anderson 115).

Ineorporatltigjtiaual-.QducAtlon.In. thfi^eurxlGMluja
Often a discussion of adding visual education to elementary
school curriculum elicits a "back to the basics" lecture from
elementary school teachers.
But, as evidenced by the many hours
audiences spend with television, the medium has become a basic
element in our lives.
Understanding how pictures communicate,
that pictures have subjects, verbs and connotative meanings just
as sentences do, is the beginning of visual education.
Visual
studies are a natural adjunct to speech and writing classes and
some innovative elementary teachers have used commercial television programs as a basis for discussion and critical writing
exercises (Shorr 72-75).
Teachers who attempt a visual studies
curricula tend to be from the traditional disciplines of English
and social studies (Anderson 68).
However, video production has
many aspects similar to writing and speech-making.
In our
society television has assumed the speaker's role to become the
chief Instrument through which people are exposed to social
problems and proposed solutions.
As channels multiply, television may become even more important in our lives as a way of
sharing and preserving Information and attitudes and to affirm
the legitimacy of those attitudes.
Students need to understand
the rhetorical impact of visual information.
Traditional speech
skills which involve forming, supporting and organizing ideas can
be effectively used to design program material.
The next step is to add an understanding of basic television
and film production techniques.
Hany schools already have video
equipment, which is often used in conjunction with extracurricu-
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lar activities or kept
in storage until
special occasions.
Unlike stories in the press of unused computers
in school
storerooms, stories about unused video equipment fail to produce
angry reactions.
And, while computers have resurfaced in the
classroom as an indispensable educational tool, video equipment-probably because of its close association with entertainment-seems confined to extracurricular use, if it is used al. all.
Bringing this equipment in for active classioom use not only
makes classes lively, but can make .a critical difference in
children's visual thinking.
Visual education requires an understanding of both technical
and aesthetic factors.
The technical factors involve learning
how the equipment operates and its technical limits.
While young
students should be made to appreciate the technology, Riany of the
Important questions that will face future generations are not
ones with technical solutions.
Yet technology, especially video
technology with its dazzling special effects, can complicate or
obscure Issues like visual red herrings.
Aesthetic
factors
Involve an understanding of how the visual component;- of a
production are manipulated to capture an audience, and to inform,
entertain or persuade that audience.
Children can learn concepts
and skills from these video making experiences that will be
useful in understanding other forms of communication and communication in general, the most subtle and challenging of responsibilities.
To address the problem of "literate viewing," of children
understanding what they see presented to them, visual education
must begin as early as possible.
Because children begin developing viewing habits long before they start school , and often in
the unsupervised atmosphere of the "constant television household," instruction should begin as early as kindergarten, where
teachers can
Instruct
students
on
tlie
differences
between
commercial and program content and help them to decipher plots.
Because video is often distinguished as a personal medium, early
exercises in which the child narrates an original story to the
camera may help the child understand this personal aspect of the
medium, at least on an elemental level.
Video taped stories are
also great fun to play back, and children additionally learn
speech skills from these performances.
The more advanced step is
to have children collaborate on the production of the stories
they create.
On the kindergarten level, the teacher will have to
function as a technical producer, since operational understanding
of equipment functions may be beyond this age group physically if
not intellectually.

Research has shown that films made by children are more
reflective of technical competence than age and that children
tend to Incorporate things seen in commercial television in their
own productions regardless of disciplinary training (Griffin
79-92).
Similar trends were noticed in children's scripts in the
Alabama state-wide BIEFF competition.
Of the 70 scripts entered
in 1985 and the 75 scripts entered in 1986, more than half
borrowed freely from commercial television.
Children who had
only a viewer's experience with television exhibited a strong
tendency to use themes and ideas taken from commercial television
in their scripts.
Hany of these scripts were rewritten versions
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of public service announcements not to smoke, do drugs or ride in
a car without wearing a seat belt.
It may take some early effort
for teachers to awaken students to unique possibilities for
television and there may be some initial resistance to suggestions that familiar formats be abandoned.
Cultural Influences
tend to predominate over disciplined coaching in the classroom.
The simple act of watching television may be training children to
use the medium's conventions as a pattern for understanding and
expressing the world they see.
However, while children who were
more familiar with TV production techniques also borrowed ideas
from commercial television, they also seemed eager to experiment
with visual concepts.
Finally, adding visual education to the elementary curriculum
would not involve too much additional teacher training.
Workshops teaching the basics of television production are an
adequate start.
A good production workshop will give a teacher
the confidence to address television production techniques.
In
addition, teacher training institutions need to recognize and
come to terms with the fact that television is here,
that
understanding the medium is crucial to young people, and that
instructors must know how to use the medium in the classroom.
"For instructors to help young people be more literate in media,
we must first have media literate teachers and teacher training
institutions which acknowledge this shift in the way people learn
and communicate" (Doerken 2<I3) •
Teachers should be familiar with
the operation of whatever video equipment their school owns.
A
few hours spent with the operation.s manuals and additional
practice should suffice.

Free citizens should
have
the necessary
skills to fully
understand and use all communication media.
Visual education can
serve needs for self-expression, be an additional avenue toward
understanding traditional values and exploring new ones, and help
students to become critical consumers of television.
Although
visual education cannot insure good viewing habits and critical
thinking any more than literacy can insure good reading habits,
it provides the opportunity to actively address in the classroom
what educators and researchers consider to be the growing problem
of "slack jaws before the tube."

NOTES

Studies of children's viewing habits over
the past two
decades have consistently shown that the average American child
spends a
substantial
portion of her
time with television.
Information about the time children spend with television can be
found in J. Lyle & H. R. Hoffman. "Television in the Lives of our
Children-The
1970's"
Educational
and
Industrial
Television
5(1972), 10, and in W. Schramm, J. Lyle & E. B. Parker, Television In the Lives of Our Children (Stanford:
Stanford University Press, 1961), and in Aimee Dorr, Television and Children: A
Special Medium For a Special Audience (Beverly Hills:
Sage,
1986) 102-113.
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You Hay Be Pretty But...
The Limits of the Physical Attractiveness and
Persuasive Influence Paradigm

R. Jeffrey Ringer

The physically attractive individual seems to have an advantage
over the physically unattractive individual
in our society.
Research suggests that physically attractive individuals are more
often seen as fun-loving, better-liked, better-adjusted (Graham
and Perry, 1976); are more often perceived in favorable terms and
iiave a positive impact on the produces to which they are linked
(Joseph, 198?).
One study even found that attractive females
were
seen
as more
Intelligent
and
more
moral
than
their
counterparts (Byrne, London & Reeves, 1968).
However, recent
studies (Maddux i Rogers, I98O; Joseph, 1983) either found no
main effects for physical attractiveness or found interactions of
physical attractiveness and other variables.
This suggests that
the physical attractiveness and persuasive influence paradigm
might
not
be
generalizable
to
all
populations
and
all
situations.
Naturally,
there
must
be
some
limits
to the
persuasive effects attractive individuals will have on others.
If there were no limits, physically attractive individuals could
achieve literally anything they wanted.
We all know that this is
not possible.
Therefore, this study is an attempt to determine
the
limits
of
the
physical
attractiveness
and
persuasive
influence paradigm.
In a major review on the physical attractiveness paradigm,
Patzer makes four generalizations about previous research or
physical attractiveness.
1. Physically
attractive people
power than their counterparts.

have

greater

social

2. All other things being equal, individuals of higher
physical
attractiveness
are
better
liked
than
individuals of lower physical attractiveness.
3. Physically attractive people are perceived to possess
more favorable personal and nonpersonal characteristics,
including intelligence, personality traits, and success
in life.

9. Physically
attractive
people
have
more
positive
effects on other people and
receive more positive
responses from others,
including influence attempts,
work requests, and requests for help, than do people of
lower physical attractiveness (Patzer, I985).
Dr. R. Jeffrey Ringer is an Assistant
Communication; St. Cloud State University.
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When physical attractiveness is not salient.
When task-related source characteristics are strongWhen the audience consists of cautious processors.
When the appeals in the message are primarily rational
as opposed to emotional.
When part of the goal of the communiator is recall of the
message by the receiver.

Each of these situations will be examined in detai1 .
1.

WHEN PHYSICAL ATTRACTIVENESS IS NOT SALIENT.

When the physical attractiveness of the source is not salient
to the receiver, a physically attractive source may not have an
advantage over a physically unattractive source.
Pallak (1983)
manipulated saliency, attractiveness, and message quality in a
persuasive situation.
High salience was operationalized as a
clear photogiaph of a physically attractive or unattractive
source.
Low saliency was a poor xerox copy of the above
photograph.
Message quality was either a strong or weak version
of the message.
In this study, the stronger version of the
message resulted in greater agreement than the weak one when the
communicator's attractiveness was not salient.
However, when
attractiveness was highly
salient,
message quality had no
effect.
Pallak
argues
that
the
message
was
processed
systematically in the low salience conditions and heuristically
in the high salience condition.
To test this, the valence of
message-oriented thoughts was also determined.
The number of
negative message-oriented
thoughts generated was
negatively
correlated with agreement in the low-salience conditions and
uncorrelated with agreement in the high salience conditions
(1983).
The lack of correlation in the high and salient
condition
suggests
a
randomness
to
Information
processing
Indicating that less attention may have been paid to the message.

This study points out the obvious.
Whenever a source's
physical
attractiveness
is
not
salient
to
the
situation,
attractiveness will not be a determining factor in the outcome of
the event.
In this case, salience was determined by poor visual
Imagery. Other cases may Involve more" attention being paid to an
object of the message or when there are other distractors present
that may remove attention from the speaker of the message.
2.

WHEN TASK-RELATED SOURCE CHARACTERISTICS ARE STRONG.

Research suggests that when task-related source characteristics
are strong, attractiveness will not have a positive effect on
agreement (Aronson A Golden, 1962; Landy & Sigall, 1979).
The
task-related characteristic most often manipulated is expertise.
When source expertise is high, attractiveness will not have a
positive effect on agreement;
but,
when expertise
is low
attractiveness may have a positive effect (Joseph, I983).
The
explanation most
often offered
for
this
finding
is
that
attractiveness is an irrelevant cue.
When the source is high in
expertise this draws the attention of the observer into the task
or object being described.
However, when the source is low in
expertise, attractiveness is no longer irrelevant but may be as
relevant as any other cue.
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WHEN THE AUDIENCE CONSISTS OF CAUTIOUS PROCESSORS.

When
the audience
consists of
cautious
processors,
the
physically
attractive may
not have an advantage over the
unattractive.
Research by Joseph (1983) suggests that this may
be the case.
Openness refers to one's receptivity to new
experiences.
When a message is relevant to an open processor,
s/lie will sense and respond to communicated cues in a selective
and constructive way.
"Open processors are likely to be more
sensitive
to credibility
of
source
and other cues
in a
communication than cautious receivers" (p. 969).
In this study,
source expertise and physical attractiveness had no persuasive
impact on the cautious processors. The open processors, however,
were more likely persuaded by physical attractiveness but only
when the source was Inexpert.
This suggests that ".
differences in information-processing style can moderate the
impact of cues for credibility of source" (p. 966).
In other
words, the, way the audience processes the information provided by
the source may mediate the influence of physical attractiveness.

This variable, information-processing, was one of the first
audience variables that was examined with regard to physical
attractiveness.
Another
variable--self-esteem —may
also
be
important.
In a situation slightly different from persuasive
influence, Graham and Perry (1976) compared self-esteem to the
physical
attractiveness
of
a
source
who
committed
a
transgression.
The
subjects,
all
female,
were
rated
for
self-esteem and then given packets containing a photograph of a
physically attractive or unattractive female and a description of
a transgression this person had committed.
The subjects were
given the opportunity to denigrate this person by completing a
set of attitude and trait measures.
Those subjects with low
self-esteem attributed more enduring negative qualities to the
attractive person than to the unattractive person.
They also
perceived greater situational similarity with the unattractive
person while those who were high in self-esteem perceived greater
situational similarity with attractive people.
This finding is
consistent with Hettee and Wilkins (1972) who suggest that
individuals low in self esteem may regard attractive others as a
threat to their own competence.

The question becomes how would those individuals with low
self-esteem perceive a physically attractive person delivering a
persuasive message.
The above discussion suggests that they may
be
skeptical
about
the
source—not
necessarily attributing
positive
credibility
characteristics
on
the
basis
of
attractiveness.
This is one area where f urther research is
needed.
There are two other interesting aspects of this study which
need to be mentioned.
First, more of the individuals who
volunteered
for
this
study were determined to be low
in
self-esteem than average and there were more who were average
than were high in self-esteem.
This may answer the question
posed in the above paragraph.
If volunteers for behavioral
research tend to be low in self-esteem, then perhaps most of our
previous findings on the attractiveness paradigm have already
taken this variable into account, albeit unknowingly.
Future
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research needs to consider the possibility that audiences low in
self-esteem may perceive credibility differently than those high
in self-esteem.
There may even be an
interaction between
self-esteem and open processing style.
Those low in self-esteem
may
be
more
cautious
at
processing
than
those
high
in
self-esteem.

The other interesting aspect of this research is that the
attractive individuals were rated higher on only three of sixteen
personality
dimensions:
they
were
better
adjusted,
more
fun-loving, and more well-liked (Graham & Perry, 1976).
In
previous research (Dion, Berscheid & Walster, 1972) a cumulative
total was used on a variety of personality traits.
By looking at
specific
traits one gets a better perception of how the
Individuals were perceived.
Examining total scores may be
misleading if one or two scores were extremely higher or lower
than the rest.
4. WHEN THE APPEALS
OPPOSED TO EMOTIONAL.

IN THE MESSAGE ARE

PRIMARILY

RATIONAL

AS

When the appeals in a speech ate primarily rational ones
physical attractiveness will not be an advantage over physical
unattractiveness.
Pallak, Murroni, and Koch (1983) examined
evaluations of a product and willingness to buy it as related to
attractiveness and tone of message.
Their result indicate that
both liking and behavioral intentions to buy were greater for the
emotional rather than the rational messages for the attractive
source.
There
were
no
effects
for
the
rational
message/endorsement.
The authors also looked at the valence of
thoughts about the product and corroborated the Pallak (1983)
finding that some messages are systematically processed rather
than heuristically processed.
Systematic processing, according
to Chaiken (1980), occurs when a receiver applies a complex set
of decision rules to the arguments made by a speaker.
The
recipient assesses the validity of the arguments given in
relation to the conclusions drawn.
Heuristic processing, on the
other
hand,
occurs
when
a
processer'
relies
on
available
information such as characteristics of the communicator.
In this
case, the rational message was processed systematically and the
emotional message was processed heuristically (Pallak, et al.,
1983).

5. WHEN PART OF THE GOAL OF THE COMMUNICATOR IS RECALL ON THE
PART OF THE RECEIVER.
A message delivered by a physically attractive communicator
will not result in more recall than one delivered by a physically
unattractive communicator.
The results on this, issue have been
overwhelmingly consistent (Joseph, 1982; Patzer, 1985; Moral,
Naccarl & Fatoullah, 1974).
Thus, when one wants an audience to
be
able
to
remember
a
message,
a
physically
attractive
communicator will not have an advantage.

This
list contains all
of
the
situations
in which
no
differences have been found between physically attractive and
physically unattractive communicators.
There may be other
situations; however, the research in this area has been limited.
Few audience variables have been directly tested with physical
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attractiveness.
Future research needs to consider audience
variables such as self-esteem, perception variables, and locus of
control.
Other issues also need to be considered.
One is
whether or not the behavioral or attitude measures used in these
types of studies will result in any kind of significant change in
daily behavlor--such as purchase and use of a product.
Kore and
more research is beginning to take place in the direct-mail
industry testing issues such as these.
The operationalization of
a behavioral change is simply the purchase of the product.
The
difficulty with such research is the fact that it takes money
which many academic departments do not have.

Another area of concern that has not been fully investigated is
the issue of communicator and target sex.
Joseph (1982) notes
that the evidence on the sex of a physically attractive source is
mixed.
Findings in studies using physically attractive and
unattractive males have consistently found main effects for
attraction (Horai et al., 197*1).
Some studies using women,
however,
have
found
either
no
significant
differences or
interactions with other variables (Mills i Aronson, 1965).
A
more recent
study,
however,
found direct effects for the
persuasiveness of physically attractive women. Caballero & Pride
(198*1) tested whether or not there was an interaction between sex
of receiver, sex of source and attractiveness of source (low,
medium, and high).
The highly attractive female and the control
group
outsold
all
other
conditions
in
the
direct-mall
experiment.
More research is needed to explain these mixed
findings.

Two studies suggest that attractiveness is more persuasive with
members of the opposite sex.
Dion & Stein (1978) found that
attractive male and attractive females were more successful in
persuading opposite sex peers.
Their study utilized fifth and
sixth grade subjects.
They also found that unattractive males
were more successful with same-sex peers. Goldman & Lewis (1977)
found that "more-physically attractive college students were
better able to get their opposite sex peers to like them and view
them as,socially skilled than were the less attractive college
students" (p. 129).
Overall, we can conclude that physical attractiveness is a
determinant of opinion change but not in all situations.
At
least five areas have been discovered by researchers where
physical attractiveness is not necessarily an advantage over
physical unattractiveness.
More research needs to be conducted
to examine other situations where the physically attractive are
not more persuasive than the unattractive.
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to the democratic love of individual dignity, the principle of
free ^change, and the danger of letting the end justify the
means.
In short, with Wallace as a co-author, one would be
disappointed to find anything other than a democratic Communication Ethic guiding the inquiry.
b.
Walter and Scott's Thinking and Speaking:
A Guide to
Intelligent Oral Communication, was also associated with the
political system of democracy and the attitudinal orientation of
maximizing individual freedom associated with Maslow's early work
in humanistic psychology.
Arnett's review of Speech Communication Journals, like Andersen, recognized a connection between
democratic principles and humanistic psychological ethic^ and
placed them together under the rubric of democratic ethics.’
c.
Baker and Eubanks' Speech in Personal and Public
Affairs begins with a preface by Richard M. Weaver, well known
for his work with a Platonic ethical system.
They followed what
Arnett called the Universal/Humanitarian approach, as they spoke
of "civilizing values" and the "a-priori" good of values inherent
in a democracy.
d.
The title of Brigance's, Speech:
Its Techniques and
Disciplines in a Free Society telecasts.bis orientation, which is
most clearly tied to democratic ethics.’
e.
Dickens' Speech:
Dynamic Communication also used
democratic principles as the guideline for his communication
ethic.
The only difference between his work and the four
previous texts was a lack of specificity in detailing his
commitment to a particular ethical prinxJple; Andersen had to
infer his grounding in democratic ethics.
f.
All five of the texts referred to democratic ethics as
the foundation of a communication ethic.
Only the work by Baker
and Eubanks began to emphasize a different orientation--universal/humanitarian ethic.
This concentration on democratic ethics
was found by Arnett in his journal search as well.
It seems the
most fundamental communication ethic in our discipline since 1915
has been the democratic ethic.
Only in the late 6O's and.early
7O's did other approaches begin to surface with regularity.’’
2.
Texts with Sections on Ethics were also examined by
Andersen (nine texts).
The sections varied from one and
one-half to nine pages specially devoted to the question of
communication ethics.
Her findings were
similar
to those
discovered above.

As with the texts in the prior chapter, these texts
also find the source for their stances in the values of
a
democratic
culture;
therefore,
their
positions
resemble each other to a large extent.... A couple [of
the texts] give more developed views of human nature
that underlie their stances... ’
If one were to summarize the work by Andersen, the main
orientation guiding communication ethics was that of democratic
ethics with a slight recognition of the Universal/Humanitarian
focus that propelled a few of the texts examined.
But the
overall focus was on democratic ethics.
The period in which the
texts she examined were written could be described as the
"hey-day" of the democratic ethic in communication with the
emergence of a human nature perspective tied to the Unlver-
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salZHumanltarian perspective.
It is not surprising to discover
these two approaches in relationship to one another.
Universal
principles about the "inherent worth of the human being" provide
the ground for a democratic approach, which encourages a willingness to listen to a person of "inherent
value"—resulting in "one person, one vote."’

tfslhfiii
The method used in this survey of Basic/Introductory Speech
Communication textbooks in (1) the Basic Hybrid Course of public
speaking, small group communication, and interpersonal communication, and interpersonal communication, (2) Introductory Public
Speaking, (3) Small Group Communication, and (9) Interpersonal
Communication was Implemented as follows.
First, the 1986 SCA
guide to publications was used to select texts.
Some texts were
added to this list by the researcher, but the majority of texts
are from the SCA listing.
Second, the texts were grouped
according to their focus of Hybrid, Public Speaking, Small Group
Communication, and Interpersonal Communication.
Third, the texts
were examined for content in chapter form and a listing in the
index related to Communication Ethics.
Fourth, an evaluation of
the Communication Ethics material, according to the categories
used by Arnett is provided.
Finally, a statement about the
significance and implications of the findings is
offered for consideration.
Basic Texts

In this study, one hundred and forty-seven texts were examined
with
the
following
breakdown;
fiftv-four
Hybrid
texts,
thirty-five Interpersonal Communication texts, eighteen Small
Group Communication texts, and forty Public Speaking texts.
Of
the texts in the 1986 SCA guide to publications, only twenty went
uninvestigated.
Delays
in obtaining
these
texts from the
publishers made their consideration in this study impossible.
I. Hybrid Texts. Of the fifty-four basic communication texts
examined with a hybrid focus and appropriate for the introductory
course in Speech Communication, four had a chapter devoted to
Communication Ethics and a fifth text in an earlier edition had
such a chapter.
The following is an analysis and evaluation of
each of those texts.

Chapter Length
1. Communication. 3rd ed. by Larry L. Barker, devoted
chapterj_nine of his thirteen chapter text to Communication
Ethics. '
The discussion, however, does not cover the three
areas of Interpersonal, small group, and public communication.
Only the latter issue is examined in his treatment of Communication Ethics.
Barker discussed four different approaches to
public communication ethics:
(1) end Justifies the means, (2)
social utility, (3) situational ethics, and (9) ethos-centered
ethics.
He advocated the fourth, stating that the speaker must
follow a code of ethics and demonstrate his willingness and
trustworthiness to adhere to that code.
The code primarily
A.
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centers on providing accurate information without distortion
emotionally or factually. Of the sixty-one pages in the chapter,
only the first six directly discuss the notion of Communication
Ethics.
The remainder of the chapter is a discussion of Public
Communication preparation.
2.
Eundamentals
of
Speech
Communication:
The
Creation of Ideas. ^Ith cd. by Bert E. Bradley'
devoted all ten
pages of his second chapter to the analysis of Communication
Ethics.
Bradley covers the same four approaches as does Barker
and concludes the credibility-centered ethics section with a list
of principles or codes to follow.
Again, like Barker, the focus
is on public communication.
The primary difference is that
Bradley appropriately credits Brembeck and Howell for their major
work in social utility ethics in our field.

fg 3.
Communication:
Personal and Public, by William I.
Gordon,
devoted chapter twelve of his thirteen chapter text
to Communication Ethics.
But only three pages are directly on
Communication Ethics; the remainder of the chapter examines free
speech and electronic media. Gordon is not as specific about his
Communication Ethics approach as the above two authors.
However,
it is clear he is working from a democratic orientation in public
communication that affirms the importance of the common good,
honesty and accuracy, and the ability to make a choice after
gathering all the available information.
He ended the chapter
with the "Credo for Free and Responsible Communication in a
Democratic Society," which was endorsed by the Speech Communication Association, December, 1972.

The Personal Communication . Process by John R.
Wenburg and William V. Wilmot,
devoted ail nineteen pages of
Chapter four of their fourteen chapter text to the examination of
Communication Ethics.
Wenburg and Wilmot devote two and a half
pages to a classical examination of Communication Ethics.
They
then differentiate between a universal code (i.e. the "Ten
Commandments"), an individual code that one adopts,
and a
behaviorally flexible code of situational ethics.
They concluded
the chapter with a discussion on the notion of lying, which
exemplified interpersonal implications.
5.
Communicology:
An Introduction, ta..the Study of
Communication and l^man Communication: Tho Basic Course, both by
Joseph A. DeVito,^ are interesting in that the latter is a
revision of the former text.
Communication Ethics was given a
more prominent position in the first edition.
In the first
version of this text, DeVito devoted all of Unit seven of thirty
four units to discussion of Communication Ethics.
His concerns
of ghostwriting, operant conditioning, and the ethics of placing
limitations on interaction made this edition unique from the
other texts.
But his emphasis on freedom and choice still place
him in the democratic ethics genre.
B. Tax.tg with Sections on Ethics.
The remainder of the
texts that contain a brief emphasis on communication ethics
primarily fit into the democratic approach to communication
ethics.
Three basic types of orientations to democratic ethics
were visible.
First, there was discussion of our democratic
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foundation, which was done most completely by Whi^an and Boase
in Speech Communication: Principles and Contexts.
This democratic tradition, often tarnished and momentarily crushed by tyrants and dictators, has nevertheless survived,
imperfectly to be sure, in English
common law and the First,
Fifth,
and Fourteenth
Amendments to our Constitution.
The promotion of free,
responsible expression must undergird our objective for
the study of public speaking.

A very brief discussion of democratic ideals ia„ present in
Goodall's Human Communication:
C_r_eating Reality.
A second
democratic emphasis keys on the notion of responsibility in
communication.
Ross's Speech Communication:
Fundamentals and
Practice. 7th ed., guides the reader through discussion of
irresponsible uses of information and personality assassination;
Jabusch and Littlejohn in Elements of Speech Communication:
Achieving Competency
provide a more inclusive focus
by examining the notion of responsibility in both public speaking
and interpersonal communication, not Just the former.
They
discuss the importance of openness, not concealment in facts and
feelings.
"The more open you are to facts, feelings, and
experiences, the more opportunity you give other communicators to
participate in determining the consequences of the communication."'^'

A th^d democratic emphasis is the importance of freedom of
choice,'^ which is present in three other texts.
The notion of
free choice is explicit^ or implicitly tied to the discussion of
persuasion and ethics.”
As the discussion of persuasion is
detailed in somfe texts, it begins to take on the genre of "code
and standard."^”
The following
is
representative of that
approach.
1.
It is unethical to falsify or make up evidence.
2.
It is unethical to deceive the receivers about your
intention or purpose.
3.
It is unethical to manipulate reasoning to reach an
invalid conclusion.
A.
It is unethical to.distort evidence so it no longer
makes the same point.

C. Summary and Evaluatl&D of the basic hybrid texts.
Clearly the primary orientation offered is "democratic ethics
with some emphasis on the establishment of "codes and standards"
and on a "universal/humanitarian" view of human nature.
No
hybrid text explicitly examined communication ethics in small
group communication.
Only two texts discussed interpersonal
communication ethics. The majority of work was related to public
speaking.

If I were to choose a text based only on the criteria of
explicit text coverage and treatment of communication ethics, the
Bradley text would be chosen because it offers the most in-depth
examination of communication ethics.
There is a limitation to
that text, however; it only explores public communication and
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ends with a set of standards to follow.
Also it is this author's
preference and opinion that in a basic introductory communication
class that is composed of Communication majors and non-majors,
material should be provided that is easily generalized to other
contexts.
An emphasis on democratic ethics offers such broadbased application. Material on democratic ethics is essential to
political participation, which generated much of the felt need
for our discipline in Greece centuries ago.
The Wliitnian and
Boase text provides the most complete introduction to democratic
ethics.
But even in that text there was not a complete chapter
devoted to the study of communication ethics and the analysis was
limited to public speaking alone.

In essence, if a teacher were to take the explicit discus.slon
of communication ethics seriously in the selection of a hybrid
text, my recommendation would be not to use communication ethics
coverage as a criteria for selecting a text at all.
Perhaps this
is why a number of texts had virtually no explicit discussion of
communication ethics.
At this juncture one may be better off
supplementing the basic texts with outside readings.
No text
does an excellent job of exploring the notion of communication
ethics in all three areas (interpersonal, small group, and public
speaking) or provides a clear orientation that can assist the
student in the basic hybrid communication course to use conceptual thinking about communication ethics throughout discussion of
public. Interpersonal and small group communication contexts.

II.
Small
Group
Communication Jejtts
examined
numbered
eighteen, but only one of these texts had a chapter devoted to
communication ethics and only two other texts gave specific
attention to communication ethics in lesser form.
A.
Chapter Length Discussion.
It Is not surprising to
discover that Bormann's text, Discussion and Group Methods:
Theory and Practice is the only text devoting a chapter to
commugication ethics,
considering
his
other
work
in
this
area.-’
Bormann
provided
a more
thorough
examination
of
communication ethics than any text in the hybrid or small group
area.
His focus was clearly on democratic ethics.
Bormann
conceptualizes small group communication as a way to enhance
democratic participation and encourage as much information access
and sharing as possible.
He differentiates between what is and
is not ethical on the basis of choice, which is central to
freedom
of
discussion
and
dissent.
Bormann
theoretically
provides the person with the right to accept or reject group
opinion; only then does the democratic ideal of freedom have
power in small group communication.
Bormann has more trust of
the Individual's right to free speech than the group's right to
impose its will on the individual.

Democratic values imply freedom of speech.
Each person
has the right to make his choices on the basis of as
much information as possible.
He should have the right
to challenge a group's goals and norms .... The group,
in turn, has no right to impose its opinions and advice
on the Individual.
He may listen to the others'
arguments, but he should be free to. re ject or accept
the group's value system on his own.’’
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8- Texts with Sections on Ethics.
Bormann's orientation is
placed in a more conteninprary language with Couran's notion of
"ethical
sensitivity".’’
Gouran
encourages
the
"devil's
advocate" role of asking ethical question about group decisions.
Just because a small group can formulate a plan of action, it
does not necessarily suggest that the action should be followed,
unless it is ethically "appropriate."
His emphasis on ethical
sensitivity is within the dissenting role of a democratic
participant.
In contrast to the work of Bormann and Gouran is
that of Wilson and Hanna in Groups in Context:
Leadership and
Participation
in Small Groups.’’^
Where Bormann wanted to
reinforce the individual and place some limits on the group,
Wilson and Hanna reverse this emphasis placing more control on
the individual and more trust in the group process.
An individual must sometimes put personal goals aside
in order to achieve the goals of the group.
An
individual
must
sometimes
put
aside
the
private
convictions in order th^ the group consensus may come
to bear upon a problem.’"

Unlike Bormann's democratic ethic that places limits on the
group, Wilson and Hanna have a universal/humanitarian perspective, in that the trust of the group process can bring them closer
to "truth" than can individual perspectives.
Their a-priori
basic trust is in the group process more than it is in individual
dissent.
C. Sumtiiary and Evaluation
Only one small group communication text has a chapter devoted
to communication ethics with Just two dealing with the issue in
lesser form.
Again, the focus was primarily on democratic
ethics.
It seems that much more attention could be devoted to
the notion of communication ethics in small group communication
basic texts. Questions regarding commitment to individual versus
group goals, the correlation between small group communication
and particular leadership styles, and ways to encourage participation in small group communication are Just three issues that
could be examined from a small group and communication ethics
vantage point.

Clearly Bormann's text would be the one selected, if one were
to explore communication ethics in small group communication.
However, as stated in the hybrid section, I would not select a
text in small group communication based on the criteria of
communication ethics.
Too few texts explore the issue of small
group communication ethics, making one's selection on a reasoned
choice less viable than acceptance by lack of competition.
III.
Interpersonal Communication Texts examined numbered
thirty-five.
Of this number, three devoted a chapter to communication ethics.
A. Chapkec.Length-JUsciiaaisiD.
1.
ilQneJ_Qgue...tp.._DiAlfi£U£j_ ___ An__ ExcIfiraUcn__
Interpersonal Communication. 2nd ed. by Brown and Keller,’^
which is now out of print, provided the most thorough examination
of interpersonal communication ethics.
Such extensive examine-
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tlon is consistent with the fact that Keller and Brown have
provided the only article length examination of interMrsonal
communication
ethics
in
our
Journal
publications.
The
following is a statement of their ethic and a justification of
its value and assumptive grounding from their basic interpersonal
text.

A's communication is ethical to the extent that it
accepts B's responses; it is unethical to the extent
that it is hostile to B's responses, or in some way
tries to subjugate B.
The ethic can best be put to a
test when A discovers that B rejects the message A is
sending....This assumption finds expression in one of
the values held most dear in a democratic society,
namely, that conditions of free choice be created and
maintained
in which
it becomes possible for the
individual to realize his or her potential.^
Brown and Keller, like Bormann in small group communication,
provide an examination of democratic ethics that goes beyond
public communication into other communicative contexts. But they
still rely on themes congruent with Karl Wallace's description of
the "habits" of "ethical" democratic communication.
41 2.
The -Interpersonal Communication Book. <(th ed. by
DeVito
provides another examination of the importance of free
choice in interpersonal communication.
DeVito actually examined
classic material by Karl Wallace and the contribution of Keller
and Brown's interpersonal ethics, which again has the democratic,
free choice theme.

3‘
In Interpersonal Communication.
Condon
begins
the chapter on communication ethics with an important and
accurate statement.
"There is surprisingly little talk—or
writing—about the ethics of Interpersonal communication."
Condon provides us with thoughtful "talk" on the subject and
offers a different perspective.
Working in the genre of a
"contextual ethic," he demonstrates the cultural and social
limits placed on our behavior within different cultural and
social contexts.
Condon goes beyond situational ethics of "it
depends" and blends the individual with the social and cultural
constraints of the historical moment.
Thus, it is not Just the
individual, but the person and the historical moment of culture
and society in interaction that offers tentative and guiding
answers to ethical issues.
B. Texts with Sections on Ethics.
Faules and Alexander,
in HoEinuniq^-len_ and._5.QC-J_aI_ Bfiha.vlar,L..-4..SymhQlic interaction
Perspective
provide the most communication grounded discussion of ethics.
Their theoretical desire is to keep the communication going, permitting negotiation and the hope of some mutual
gain through the symbolic interaction.
They provide a contextual
understanding of ethics that is guided by the communicative
environment and is reliant on communicative interaction.
Gamble
and
Gamble,
in
Contacts:
Communicating
Interoersonallv.
stress the nature of lying, using the work of Slssela Bok.
They discuss the notion that lying is frequently a short-term
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They

end,

however,

What is unfortunate is that we often fail to realize
that under some circumstances truth that hurts someone
can be Just as harmful as a lie that maims....Thus, the
issue is not just whether you lie in an interpersonal
relationship but the reason why you lie, the nature of
the lie you tell, and the effects of the lie.
Whether
to lie, be silent, or tell the truth is often a
difficult decision to make.

The emphasis on contextual ethics is broken by an older text
by Darnell
and Brockriede,
Persons Communicating.
Their
entire text is grounded in the notion of choicemaking, which is
the central issue that binds the diverse approaches to communication ethics in our field together. ’
Darnell and Brockriede
provide a slight variation on the democratic notion of freedom of
choice.
Their position is not one person one vote, but rather
one person with the vote weighted according to one's expertise
and contribution to the subject at hand.
Thus, all should be
given choices, but more choice is granted when knowledge and
expertise is consistent with the question being examined. Such a
distinction between "equal" and "equitable" keeps Darnell and
Brockriede in the democratic canD,
but also reveals their
affirmation of Aristotelian Ethics.
C.
Summary and Evaluation.
As in the other textbook
areas, not much attention is given to interpersonal communication
ethics.
If I were choosing a text with this notion as the
primary concern, clearly the Brown and Keller work would be
selected.
It provides the most thorough and complete examination
of interpersonal ethics, which is consistent with their previous
scholarship in this area.
In the interpersonal literature, a
democratic approach to communication ethics must share the
limelight with the contextual perspective, which highlights the
recognition that "it depends," not Just on the person, but the
interaction of person with culture, society, and historical
moment.
This orientation was not as strong, in any of the
hybrid, small group communication or public speaking texts.

IV- f-Ublic Speaking Texts examined numbered forty. Two had a
complete chapter devoted to communication ethics with the
majority of the other texts having some brief discussion of some
communication ethics issue.
Texts with Chapters on CommunicatloD, Ethics
13^16—Elements of Public Speaking, ?nd ed. and
3rd ed., by DeVito
both have a chapter devoted to communication ethics in the public speaking arena, consistent with his
other texts.
He has provided chapter length discussion of
communication ethics in the hybrid and interpersonal texts, as
well.
In this text DeVito provides a code or standard for public
discourse—to be truthful, informed, audience oriented, well
prepared,
and understandable.
In addition, DeVito examined
"ethos" and credibility.
This notion is clearly the most
referred to communication ethics notion in public speaking.
It
is standard notion in virtually all the texts.

*•
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2.
SD£aRiD£-_-tS-_InfaEiiL_ajii_-Per-5uails by Walter,
devotes a cJiapter on ethos and two pages differentiating ethos
and ethics.
In another work, Andrews simply states that the
notion of ethics is contingent on adhering to a particular code
of behavior.
Ethos, however, is more dependent on the audience
perceiving correctly or incorrectly that one has particular
characteristics,
such as
trustworthiness
or
intelligence,’^
Due to agreement on the ethos and ethics relationship in the
basic texts, I will not refer further to the credibility discussion in my review of the remaining texts.

B.
Texts with Sections. Qn....Cojnjnunlca-tlojt_EthJlc3.
Two
different orientations are present beyond the emphasis on source
credibility. First is an emphasis on democratic issues, via what
is ethical -according to legal laws of the society—slander,
libel, etc.’
Jeffrey and Peterson devote an entire chapter to
free speech and ethical issues appropriate
a democratic
society, with primary emphasis on the former.”
Second is a
stress on communication ethics standards, ^^bh seven texts
providing such a communication ethics code.
Zeuschner, in
Building Clear Communication, provides an interesting twist in
that he examines a code for both the speaker and the listener.

The Bottom Line:

Ethical Considerations

As a Speaker
Do you believe in what you say?
Does your message do justice to the topic?
Do you present your subject fairly and accurately?
Is your message intended for the benefit and welfare of your
listeners?

As a Listener/Consumer
Do you come to the communication event with a genuine desire
to listen?
Can you keep an open mind even if you disagree with the
speaker's position?
-Do you seek to learn all sides of a controversial issue?’’

C.
Summary and Evaluation.
Public speaking texts are
dominated by a code standard approach with some discussion of
democratic communication ethics. Only one text devoted an entire
chapter to communication ethics in public communication. Jeffrey
and Peterson's combination of free speech and communication
ethics seems an approach that is generalizable to a variety of
majors and, of course, consistent with the culture of the typical
student.
Democratic ethical issues of public discourse grounded
in questions of freedom and responsibility would be a welcome
addition in an student era of careerism and lack of political
involvement.
But surprisingly there was a lack of communication
ethics discussion beyond codes and ethos issues.
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in the Basic

The most obvious conclusion gathered by this inquiry is that
the instructor of basic communication courses (hybrid, interpersonal, small group, and public speaking) does not have many texts
from which to choose that explicitly examine the notion of
communication ethics.
The texts that are available are primarily
an explicit examination of democratic ethics and the use of
standards and codes, with some description of contextual ethics
in the interpersonal texts.
This limited discussion of communication ethics does not seem consistent with the fact that
one-hundred
twenty-eight
Journal
articles
that
explicitly
explored the notian of communication ethics and are available for
quick reference.’
The concerns of this limited treatment are four-fold.
First,
as stated above, scholarship on communication ethics is available
in our journals and can easily be introduced in chapter form in
the basic texts.
Second, every communication perspective has an
ethical stance. This author's suggestion is to make the implicit
explicit and discuss one’s particular communication ethics
position and to defend it.
For instance, to encourage treating
people as "persons" and not "objects," which is often quoted in
interpersonal texts, is an ethical position. How does one defend
it?
To assume that a leader should not dictate decisions in
small group communication is an ethical viewpoint.
To even
accept an invitation to address a public audience carries with it
ethical responsibility for a public speaker.
To state that
communication texts must describe, not prescribe, and must be as
objective or neutral as possible is an ethical position that must
be defended in light of objections voiced by persons like Anatol
Rapoport.’’
This
researcher
would
not
suggest
altering
perspectives, but tOg^ake ethical positions explicit and clearly
known to the reader.
Second, in my experience the basic courses are frequently
taught by teaching assistants, new instructors, and adjunct
faculty who may not be as equipped to recognize the ethical bias
reflected in a work or capable of supplementing it with more
information.
Again, an explicit discussion of communication
ethics would be of assistance.

Third, Andersen's dissertation of basic speech texts from the
early to the mid-1960's, in contrast to contemporary works, on
the average, devoted more space and detail to the question of
communication ethics.
As the notion of democratic ethics was
questioned as a provincial world view, it became less quoted.
Yet democratic ethics is the foundation of our discipline, in
terms of Aristotle's recognition of a person free to defend him
or herself and advocate policy in a democracy, and should not be
Ignored in basic texts and deserves continued quality attention.
Fourth, it is now becoming more academically respectable to
discuss the notion of ethics, not in terms of prescription, but
in terms of choicemaking and honest disclosure of position.
Exploration of ethics issues is once again academically appro-
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priate, as Sloan in /'.The Teaching of Ethics in the Undergraduate
Curriculum" details.
In essence, there is substantial rationale for inclusion of an
explicit chapter on communication ethics, not in some but In most
basic communication texts.
Currently, the basic hybrid course
offers more texts with a chapter on communication ethics than any
of the four basic communication areas and, most surprising to
this researcher, the public speaking texts offer the fewest
options beyond ethos Issues.
The conclusion of this researcher
is that more should be done explicitly in our basic texts in the
examination of communication ethics.

Arthur Dyck in his book. On Human Care:
An IntroductieiLto
Ethics provides an excellent rationale for the study of communication ethics and instruction in discerning ethical issues.

...the Russian author and Nobel laureate Aleksandr
Solzhenitsyn.... expressed his deep concern that Western
democracies appeared to be declining and may decline so
much that they will be defeated, without a struggle, by
Russia.
Asked how the Western democracies may avert
destruction from within and from without, Solzhenitsyn
offered
a
simple yet profoug^ reply:
'distinguish
clearly between good and evil.'
I know of no other way for a democracy to discern between good
and evil other than in public debate.
It is the task of all of
us to ask ethical questions, not just the privileged and the well
educated.
Perhaps our
discipline
can
begin
such
explicit
discourse about communication ethics in our basic courses through
our texts.
We can not offer the final answer to what is and is
not ethical, but we as a discipline hold a powerful key for
public examination of ethical issues—the study of human communication.
Perhaps more than anything else, the ethical mandate
for our discipline is to "keep the conversation going," in hopes
that the best "ethical" ideas can still rise to the surface in
debate and discussion.
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Using the IPA to Analyze Television Programs:
The Small Group Climate of "Cheers"

Thomas C. Endres

When the average American comes home after a hard day's work
and sits in front of that alleged purveyor of mindlessness, their
television
set,
could
they
possibly
be
learning
important
communication skills?
This study focuses on the notion that
Individuals can learn small group communication behaviors from
watching television.
This paper briefly examines both society's
need to develop group communication skills, and television's role
in creating social reality.
Following this, the essay argues
that a systematic method of analysi.s is needed to assess television's depiction of group interaction.
Applying Bales' (1970)
Interaction Process Analysis (IPA) to segments of a television
program,
discussion
follows
in
terms
of
the
methodology's
adequacy in identifying group climate on television.

50CIETT AHP SHALL GROUPS.
The need for understanding group
climate and communication stems from the prominence of group
activity that takes place in our daily lives.
Bormann (1969)
states, "In a highly organized urban society, everyone works in
groups for at least several hours each day (p. 1)."
Brilhart
(1986) stresses a similar point, maintaining that "small groups
constitute the basic fabric of social life in the last part of
the twentieth century (p. 5)."

Unfortunately, while small groups are an obvious and integral
part of our society, most people lack effective small group
communication skills.
According to Brilhart (1986), most of us
take the process for granted, "failing to perceive and understand
what is happening in these groups or how to make them more
effective (p. 5)."
The problem is compounded for, as Bormann
(1969) notes, good communicators, particularly in the area of
small groups, are not born with these skills.
Rather, the
"individuals'
ability to participate, appreciate, and use a
communication style does not come naturally, but is always the
result of study and understanding (p. 27)."
Where Individuals learn these skills is not always clear.
A
relatively
small
numbers of students are exposed
to group
communication skills in high school or college classes.
The
general populace, however, must rely on other forms of experience
and observation.
The argument offered here is that television
may provide the empirical base from which Individuals garner
their communicative abilities.

Dr. Thomas G. Endres (Ph.D., University of Minnesota) is an
Assistant Professor and the Director of Forensics at St. Olaf
College, Northfield, HN 55057.
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TELEVISION AND SOCIAL REALITY.
According to Littlejohn (1983)
mass communication is a complex process of symbolic interaction.
The exchange of symbols helps people to simplify and to categorize their sense of social reality, and "what people believe, how
they conceptualize reality is shaped In part by these symbols (p.
29*1)."
In a 1982 summary of television studies, Hawkins and
Plnagree indicate
that
links between television and
social
reality have been found in areas of "prevalence of violence,
family structures. Interpersonal mistrust, fear of victimization,
traditional sex roles, family values. Images of older people,
attitudes about doctors, and concern about racial problems (p.
237)."
They conclude that television viewing, in conjunction
with our Inference skills, surrounding social field, and experiences, produces a social reality that influences our behavior
(Hawkins A Pinagree, 1982).

Referring to the
Emmert and Donaghy
that:

socializing function of mass communication,
(198I) describe the media theorist's belief

[T]he media provide us with the values, opinions, and
rules that society has prescribed for its members.
This
process is usually unspoken; people imitate the people
they see, hear, or read about through mass communication
and are rewarded for their behavior by society (p. 363).

Simply put, what we see on television influences our view of
social reality, which in turn influences our behaviors.
Previously, concerns were raised as to how people develop group
communication skills.
Following the argument above, it seems
evident that television is a potential medium for learning.
As
Rushton (1982) states, "If one of the main ways in which people
learn is by observing others, then it follows that people should
learn a great deal from viewing other;; on television (p. 2M8)."
This
connection
between
television
viewing
and
subsequent
behavior can have a major impact in the study of communication
processes, particularly in relation to communication skills and
behaviors in small groups.
As such, research is warranted on the types of small group
behaviors and strategies depicted on television.
Small groups on
television, though artificial, mirror the types of small groups
in which the general populace participates.
We see family groups
(e.g. Family Ties, Dynasty, The Cosby Show), work groups (e.g.
Night Court, L.A. Law, Star Trek:
The Hext Generation), and
social groups (e.g. Golden Girls, 227, Thirtysomething).
At the
surface level, it seems that the television shows listed above
provide for us examples of communicative behavior in a variety of
situations.

Unfortunately, from a research perspective, we have no way to
classify the process of group interaction on these shows.
Beyond
that, we do not even know whether that process is identifiable,
or presented consistently enough to be of use to communication
scholars.
What is needed is a systematic method geared specifically for analyzing dynamic small group process on television.
However, as Chaffee (1982) points out, "the relationship of
television to interpersonal processes surfaces occasionally as a
research theme but has yet to become the focus of any program-
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matic research effort (p.
262)."
Subsequently,
no specific
methodologies have been developed to tap Into the symbolic and
interactive patterns of communication on the television screen.
For this reason, it seems appropriate to utilize an already
tested methodology for studying real-life groups. Bales' Interaction Process Analysis (IPA), to a study of television group
behaviors.

IHTEBACTIOH PROCESS ANALYSIS. The IPA was originally developed
by Robert F. Bales for use in assessing the group climate of
Alcoholics Anonymous meetings.
Over the years, an explicit
coding technique and typological system for interpretation has
been developed.
Bales has created a two part system for identifying behavioral patterns and role definitions in small groups.
The first phase of the IPA categories behavior into one of twelve
headings, six of which represent task functions (e.g. gives
information, asks for opinion), and six in the socio-emotional
dimension (e.g. friendly, shows tension).
For a list of all
categories see Table 1.
In this stage of the analysis, statements made by group participants are coded into their respective
categories, and cumulative totals and frequency summaries are
tabulated.

The second phase of the Interaction process analysis is based
on a model of Interpersonal personality types.
According to
Bales (1970), twenty-six personality types can be defined from a
combination of six behavioral directions:
Upward (U), Downward
(D), Forward (F), Backward (B), Positive (P), and Negative (H).
Swensen (1981) describes the types of behaviors characteristic of
the six personality directions:
To put something upward means to give it power, to put
it downward is to reduce its power.
To put something
forward in a group context means to offer it for group
acceptance, while
to put
something backward
is to
disassociate from authority.
To make something negative
is to associate it with other negative things, such as
anxiety and hostility, while to make it positive is to
associate it with positive things, such as love and
gratification (p. 158).

The summary results from stage one provide the data for
determining the directional indicators for the subject being
studied.
This process will be explicated in the analysis section
of the paper.
Dales then offers descriptions of the twenty-six
possible personality types (e.g. F, UPF, DN).
Interpretations
about behavior and communication can then be made as an extension
to the identified personality type.
(For further explanation of
the IPA, see Bales, 1970).
As Bales (1970) indicates, "the term process-analysis is meant
to distinguish the method from various modes of 'content analysis.'
The interaction categories do not classify what is said,
that is the content of the message, but rather how the persons
communicate
(p.
92)."
This
focus on behavior
rather than
Idiosyncratic group content gives a clearer picture of the
group's climate, and it is these behaviors that an observer
learns to integrate with their own communication style.
While
this
methodology
has
proven
successful
and
insightful
for
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assessing small group Interaction In real groups, it has not been
systematically applied to television programs.
This paper will
assess whether or not the IPA
is sufficiently sensitive to group
climate when presented on television.
RESEARCH QUESTIONS. For the IPA to be considered effective and
appropriate as a tool for analyzing group climate on television,
it must be able to specifically identify group behaviors and
patterns fo Interaction on the television program, and it must be
able to do so consistently over time.
This essay provides the
necessary first study of the IPA by using it to code eisodes of
the NBC situation comedy "Cheers" in response to the following
questions:
1. To what extent can the IPA identify a group climate (based
upon specific and measurable behaviors) in the comedy "Cheers?"

2. To what extent can
consistently over time?

such

a

group

climate

be

identified

METHOD

SAMPUFour episodes of the NBC half-hour situation comedy
"Cheers" were coded.
The episodes utilized (now in reruns) were
originally aired on consecutive Thursdays during January and
February, 1985.
The show has undergone several character and
plot changes during the last few seasons.
What follows is a
brief description of the series at the time the analyzed sessions
were videotaped.
The show takes place in a blue-collar bar,
cheers, run by an ex-alcoholic, ex-baseball player named Sam
Malone.
Major characters include two barmaids:
Diane Chambers,
Sam's intellectual former girlfriend, and Carla Tortelli, a sharp
tongued woman with a propensity for getting pregnant.
Two
customers also have lead roles:
Norm Peterson, a heavy-set beer
drinking accountant, and Cliff Clavin, a talkative and sometimes
boorish postal employee.
This series was chosen to test out the IPA for the primary
reason that the five characters named above produce a majority of
the show's interaction, i.e. the show presents continual small
group process.
Brilhart (1986) defines a small group as "(three)
or more persons who are interacting with one another in such a
manner that each person influences and is influenced by each
other person (p. 8)."
The "Cheers" cast provides a fitting
example of such a group, particularly in light of Brilhart's
concept of "perceptual awareness," or the idea that group members
can perceive each other, at least peripherally, all at once, and
that awareness of group membership and
roles
is possible.
Additionally, the roles of the employees and customers provide a
balance
between
the
social-emotional
and
task
dimensions.
Finally, "Cheers" was selected because it has consistently placed
high in network ratings. Indicating that it reaches a good number
of the general populace.
Obviously, if people can learn communicative behaviors from television, they can only do so from
programs they are watching.

Videotaped recordings of the shows were used for the coding.
After the show's titles, credits, and commercials were removed.
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each episode ran between 21 and 23 minutes.
Twenty minute block
segments were coded from each show (the first 20 minutes from
episodes 1 and 2; the final 20 minutes from episodes 3 and 11).

CODING SCHEME.
As mentioned, Bales's IPA was used for coding.
Generally, an individual code is assigned for each member of the
group, and personality assessments are made about individual
members based upon the comments they initiate and receive.
The
goal of this study was to examine the aggregate climate of the
group rather than any particular person-person Interaction, so it
was not necessary to provide a separate code for eacii character.
(To answer tertiary questions the author had about gender roles,
the statements made by characters were coded by the gender of the
speaker.
No differences were found.)
As this was a preliminary
study, only acts initiated were coded.
Interaction was classified according to the category definitions proposed by Bales.
(For a complete listing of category
types and how to score them, see Bales, 1970, Chap. 6.)
The
units coded were "statements" made by characters.
A statement
was defined as one or more sentences used to produce a single
idea that was expressed in a single category of behavior.
As
such, two or three sentences could be coded as one statement s
long as it represented a singular and clear cut example of one of
the twelve categories.
Multiple
sentences
that
represented
different categories were coded as separate statements.
For
example, Sam was questioning Diane about art facts so, unbeknownst to her, he could use them to impress a new girlfriend.
After Diane leaves. Cliff asks Sam why he doesn't just look up
the facts in an art book sitting on the bar.
Sam replies,
"Because it's easier to steal than to study.
Besides, it's kind
of hot irony to use Diane's brain to get Paula's body."
The
first sentence is coded as a "6 - Gives Information," because it
responds to a question.
The second sentence is coded "2 Dramatizes," because it makes reference to and creates Images of
a non-present person.
Also, non-verbal cues used explicitly to
convey meaning were coded as statements.
Hence,
Cliff is
communicating when, in an act of repentance, he pulls his pants
around his ankles, stands on a bar stool, and barks like a seal.
He is producing a dramatizing behavior (category 2) in response
to group tension.
In the event that a statement would fit into one or more
categories. Bales' (1970) priority rules for scoring were used.
For example, priority is given to a statement that could be coded
as "2 - Dramatizes" or "11 - Shows Tension."
During episode one
of the study, Sam agrees to play in a charity ball game with
Playboy bunnies.
When the bunnies come to the bar, Sam says to
Diane, "Why don't you come over here and let me Introduce you to
the girls?
I'd like to show them the charity I was involved in
last year" (referring to his past relationship with Diane).
While the statement could be coded as "12 - Unfriendly," it needs
to be coded "2 - Dramatizes," because it makes reference to a
dramatic storyline outside the here-an-now reality of the group.
On the other hand, Diane's response, "You are a sand flea," does
not expand or make reference to the drama, and is coded as "12 Unfriendly."
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A related example is seen in episode three when Sam shows up on
a cold day with a new girlfriend to make Diane jealous.
The heat
is not working in the bar, and Sam hugs his date and assures
everyone that they will generate enough heat for everyone,
A
content analysis might mistake that for a statement of information (Category 6).
However, it must also be coded as a "2 Dramatizes," because of the underlying colorful symbolic meaning
of the statement.

ANAPY?!?* The analysis of data in the IPA has several components.
Initially, the frequency scores are tabulated for the 12
categories.
That
is,
each category
Is computed as to its
percentage of the total number of all statements made during the
complete communication episode.
The researcher then knows what
percentage of all
statements made during the session were
friendly, unfriendly, dramatizing, and so on.
This was done for
all four shows, and a mean frequencies score was also tabulated
from the combined totals of the episodes.
Following this, the average frequency scores for the twelve
behaviors were compared to Bales' table for inferring directional
Indication (see Table 1).
The table provides normative ranges
for occurences of each of the twelve categories.
If the percentage of a behavior falls above or below the middle range, it
/M
personality directions
(U,D,F,B,P,N).
Each time a behavioral direction is indicated, it
Is marked on a summary assessment tally sheet.
Once the tallies
are determined across all twelve behaviors, the summary sheet is
tabulated by cancelling out opposites (e.g. Upward vs. Downward)
and dropping any directional indicator with less than three tally
marks.
This produces a final Summary Assessment Directional
Name.
This end result of the Bales' coding process Indicates the
personality type of an Individual (or in this case, a group).
Finally, the personality descriptions provided by Bales (1970)
were used to to make final interpretations about the nature of
the "Cheers" group.
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Table 1

INTERACTION PROCESS ANALYSIS. PROFILE
ACTS INITIATED, ESTIMATED NORMS' IN PERCENTAGE RATES
DIRECTIONAL INDICATORS TO BE INFERRED FROM INTERACTION INITIATED
Category of Acts
Initiated

If Low:

Medium Range*

If High

1. Seems Friendly

N

2.6-11.8

P

2. Dramatizes

DF

5.4-7.M

UB

3. Agrees

NB

8.0-13.6

PF

4. Gives Suggestion

DB

3.0-7.0

UF

5. Gives Opinion

B

15.0-22.7

F

6. Gives Information

U

20.7-31.2

D

7. Asks for Information

DN

11.0-7.2

UP

8. Asks for Opinion

N

2.0-3.9

P

9. Asks for Suggestion

UB

.6-1.4

DF

10. Disagrees

P

3.1-5.3

N

11. Shows Tension

UF

3.4-6.0

DB

12. Seems Unfriendly

P

2.4-4.4

N

•Rates lower than the Medium Range shown are classed Low;
higher than the Medium Range shown are classed High.

rates

From Personality and Interpersonal Behavlec by Robert Freed
Bales, p. 96.
Copyright 1970 by Holt, Rinehart and Winston.
RESULTS

In response to Research Question 1, a very explicit group
climate was identified using the Interaction Process Analysis.
When mapping out the average frequencies of each category during
the episodes, it became evident that the "Cheers" group relies
heavily on dramatization during its Interaction.
As Table 2 indicates, an overall average of il2J of the statements made during the episodes represent dramatizing behavior,
such as joke-telling,
reference to non-present or imaginary
humans, stories outside the group's present reality, or expressive
metaphorical
language.
The
next
highest
category of
behavior, "7 - Asks for Information," accounts for only 12% of
the overall statements made.
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FIGURE 1
SCORING PROCEDURE TO DETERMINE PERSONALITY TYPE

Tallies

Totals

Subtract
A Name

Drop Any
Smaller
Than 3

Summary
Assessment
Directional

Research Question 2 asked to what extent the social climate
The IPA identified
could be identified consistently over time,
such a consistency between the four episodes that the overlaps
made it impractical to map out; each
each show's
show's social climate
Referring
virtually mirrored the other weeks.
-------„ again to Table 2,
the frequencies of each category can be compared to the overall
average of the frequencies when the four episodes are combined.
The average frequency for each episode is often identical to the
combined average, and there is no discrepancy larger than four
percentage points between any individual show and the mean total
scores.
As such, every single episode viewed also sums to the B
Type when looking at the directional indicators.
DISCUSSION

The Interaction Process Analysis appears to be an appropriate
analyzing small
group communication
too]
for
systematically
The
Identification of the group climate
processes on television.
----- --------in the "Cheers" program was very clear cut and straightforward.
Charting out the frequency of the occurrences across 12 behavioral categories provides a variety of rich data.
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Another advantage of the IPA is that an interpretive scheme is
already available to tell you what particular distributions of
frequencies mean.
The B Type identified in this study offers
some interesting insights into the show.
The B character is in
tune with fantasy as an alternative to the system.
It's not that
fantasy will free them from their ills, but "freedom of fantasy
is nevertheless a kind of freedom and brings satisfaction of its
own (Bales, 1970, p. 306)."
Thus, when Norm sees the Playboy
bunnies in the bar and makes the following comment about his
wife, "It's hard to believe that they and Vera are the same sex,"
he is not trying to free himself from his marital commitment, but
his dramatic communication behavior provides brief pleasure and a
release of tension.
When the show's audience sees this type of
behavior occurring in groups, they may try similar dramatizing
behaviors to relieve tension in groups of their own.

Actually, It Is not surprising to find a situation comedy
classified as high in dramatization.
Jokes are dramas, and these
of course play a major role in any successful sitcom.
Additionally, "Cheers" Is geared to be rich in fantasy through many of
its ongoing sub-plots, such as Norm's wife and mother-in-law whom
we never see, Sam's after-hours romances, Carla's troublesome
children, and in the current season, Sam's subtle comments about
his former relationship with Diane (who is no longer a member of
the cast).

The key issue, however. Is not if the findings about "Cheers"
are surprising.
Rather, the issue at stake is whether or not
Bales' typal descriptions appear fitting and accurate.
If so,
and they certainly seem to be, then the IPA has passed its first
test, and is ready to move on to further and more complex studies
of small group interaction and behavior.

One drawback to the IPA scheme lies in several of the personality assessments Bales proposes for his various types.
As Bales
comes from a psychoanalytic background, some of the interpretive
issues raised, such as how a given subject views his or her
parents, may not always be relevant to the study at hand.
This
merely entails sifting through those interpretations which are
unnecessary.
Other than that, the IPA works well for television
process analysis.
It could be a model of choice for numerous
studies, such as Greenberg's 1982 proposal that we do studies
with a critical character focus.
He feels that we should
determine popular characters in television, and do intensive
analyses of these characters over time, rather than from a single
episode.
The IPA would be an appropriate methodology for a study
of that nature.
The finding that group personality remains consistent across
episodes is also noteworthy for several reasons.
From a methodological standpoint, it demonstrates the precision and reliability of the interaction process analysis.
In terms of media
studies, the finding is in keeping with philosophies espoused by
researchers examining related topics.
In their study of the
portrayal of values in television series, Chesebro and Hamsher
(1977) point out that while the substantive dimension of a
program may change from show to show, attention should be given
to "the persistent or enduring principles continually advocated
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throughout the series (p. 225)."
The same argument for consistency can be made for the portrayal of communicative behaviors.

This study is merely the tip of the iceberg; the necessary
■first step in what could become a popular methodological tool.
Studies of this type can be used to garner insight into media as
a communicative phenomenon.
As this study has demonstrated, the
situation comedy "Cheers" portrays a very specific and consistent
set of behaviors for group interaction.
Further studies could
examine the differential
Impact of a variety of television
formats (e.g. sitcoms, dramas, "dramedys", soap operas).
Also,
future work could
focus on the communicative behaviors of
individuals
in television groups,
answering questions about
leadership, role and norm emergence, and cohesion witiiin a TV
group context.
Perhaps
communication
scholars
will
someday
recommend
to
audiences particular series that would be helpful in enhancing
l-iieir communication skills.
Television becomes a workshop in the
home, and the way it is handled could make the difference between
interpersonal and small group interactions being run with the
calm manner of Bill Cosby or with the vengeance of an "Equalizer." At tlie very least, this method could prove fruitful in the
classroom setting,
both for media and communication theory
courses.
For the former, it provides an insightful methodological alternative to content analysis, and for the latter, it
demonstrates both process and
the
influence of a mediated
environment on our social reality and behaviors.
This paper has argued that television plays a role in our
social skills and behaviors, and that one important area of
concern is our small group communication abilities.
The IPA was
tested and was found to be an appropriate method for identifying
consistent patterns of group behavior on television.
The issue
needs to be pursued further as we assess element of our communicative behaviors that are, or could become, part of our television-influenced social reality.
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The Classical Heritage of Speech ComDunicatlon:
Education as Preparation for Public Life

Jeffery L. Bineham
Speech communication is a relatively new discipline.
Though its
roots stretch back
thousands of years.
Speech Communication
departments first appeared
around
1915,
when they began to
separate from English departments.
To build credibility for the
new discipline, scholars posited a fundamental connection between
the contemporary
study
of
communication
and
the
rhetorical
tradition which began in ancient Greece.
In its contemporary
form, the discipline of Speech Communication continues to include
the study of rhetoric, plus oral interpretation, interpersonal,
intercultural, small group, organizational, and other communication processes.
All of these are important areas of study.
And
all maintain an important link to the tradition of our field:
they concern themselves with discourse, broadly conceived, and
with the adaptation of ideas to people and people to ideas.
At least one danger arises from this focus on discourse.
Because language is often believed to be a "vehicle" for the
expression of thought, courses in Speech Communication often are
valued only for their instrumental significance.
Our courses are
seen by students as places where they can learn "how to" give a
speech, or "how to" be effective Interpersonally or in other
settings.

Certainly this instrumental function
one of our charges and
we ought to carry it out as a basic aspect of our discipline.
The
danger is to assume that it is the only, or even the primary,
function of Speech Communication teachers to serve
in this
instrumental capacity.
For us to thrive as a discipline requires
a corresponding focus on the philosophical, theoretical, social,
and critical dimensions of communication studies.
Students ought
not to perceive our courses simply as places where they can
acquire the skills necessary to communicate ideas they learn
elsewhere.
If that is what they get from us, then we have
delivered a training, not an education.

A focus on the classical tradition of Speech Communication can
ensure that we provide our students with the education befitting a
liberal arts curriculum.
In this age of pluralism there is need
for a means through which perspectives can be shared: so that even
if agreement is never reached the grounds for discussion can at
least be recognized; so that scientists can speak to artists, and
conservatives to liberals; and so that public policy decisions
Involve the public, and are not left to specialists.
Speech
Communication teachers can provide a helpful perspective on this
Dr. Jeffery L. Bineham is an Assistant Professor in the Department of Speech Communication, St. Cloud State University, St.
Cloud, MH 56301.
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problem.
But only if ue resist the temptation to focus exclusively on skills, and instead force our students to think as able
orators, whether they be in public address courses or in those
courses which deal with interpersonal and small group communication.

This paper argues that the rhetorical theories of Cicero and
Quintilian provide the basis for a sound Speech Communication
education.
Their concerns for eloquence, the union of wisdom and
rhetoric, and participation in political life make their treatises
especially relevant to the workings of contemporary society.
I
proceed in three steps.
First, I briefly discuss Roman society in
order to emphasize rhetoric's prominent place in civic affairs.
Second, I examine how Cicero and Quintilian articulate the union
of wisdom and eloquence, and I argue that this union is especially
important for a perspective that recognizes an education in Speech
Communication as relevant for public life.
Finally, I demonstrate
how this perspective leads to a concern for the practical application of communication principles.
This paper does not suggest specific applications for the
classroom, but sets forth some basic presumptions which ought to
gqld£ our teaching endeavors.
While Cicero and Quintilian were
concerned with rhetorical theory, their insights are applicable to
the full range of courses in Speech Communication.
I now turn
to the first of my concerns:
rhetoric in Roman society.

Rhetorical Participation in Roman Civic Affairs

Both Cicero and Quintilian lived at times when rhetorical
training
was
important
to
social
and
political
life.
In
Ciceronian Rome no systematic method was established for handling
political affairs; no centralized powers were responsible for
resolving issues of policy.
This lack of a bureaucratic system
meant that decisions were made primarily on the basis of rhetorical power:
whoever was most compelling won the argument.
The
Senate existed, but in principle it "was supposed to be an
advisory body . . . executive and administrative decisions were
the task of public officials or. magistrates chosen not by the
Senate but by the Roman people."’ Because officials were chosen
by the people, they had to be concerned with rhetorical strategies
for securing votes and power.
Once in the Senate, moreover, power
was not dictatorial, but suasory.
Cowell notes, for example, that
"the Roman people in their public assembly alone had the power of
declaring war,"
and he cites a particularly interesting example
in which the Senate, due to the persuasiveness of an anti-war
party, could not get, the vote necessary to declare war against
Philip of Macedonia.^
Cicero, in this context, emphasized the
rhetorical nature of political activity.
Indeed, it was such
an integral aspect of politics that to be an orator meant to be
involved in civic affairs.

The Imperial Rome of Quintilian's day was characterized by a
diminished
scope
for
rhetorical
participation.
As
imperial
dictates carried the force of law, little opportunity existed for
argument over public policy.
This shift from the earlier emphasis
on participation was caused, in part, by Rome's extended power.
As society became more diffuse and decisions became more compli-
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cated, public deliberation was replaced by bureaucratic specialization.
The leaders made decisions and the citizens concentrated
on personal matters.
For most of the populace, states Cowell,
"the emphasis was Increasingly on private wants, private ambitions, private possessions, personal enjoyment and ease of life;
on all the things which divide instead of unite man with man."

This move away from participation in public life lessened the
concern for a rhetorical education.
Within this atmosphere,
nevertheless, Quintilian articulated the need for Just such an
education.

A Rhetorical Education
Though Cicero and Quintilian wrote under different conditions,
they advocated similar perspectives toward a rhetorical education.
Three interdependent points need to be emphasized.
First,
a rhetorical education involved training in a broad range of
liberal arts.
Cicero asserts that "no one should be numbered with
the orators who ts not accomplished in all those arts that befit
the well
bred."
Even though such knowledge might not be
employed in every instance, it is the substance of accomplished
oratory.
Full comprehension of one's subject natter is a necessary condition for "excellence in speaking."'
For Quintilian
"the training of an effective speaker [involves] a lifetime's work
in the liberal arts."
Because "the material of rhetoric is
composed of everything that may be placed before it as a subject
for speech," tke orator must have a vast array of knowledge upon
which to draw."
These classical rhetoricians, then, emphasized
a concern for education in the widest possible range of subjects.
Anything that at anytime might be the subject of discourse merits
attention.

The second primary point links rhetoric and virtue.
A principal
element of rhetoric, or oratory, is eloquence.
As Cicero states,
"eloquence is dependent upon the trained skill of highly educated
men."
Eloquence is a function of the liberal arts education
discussed above:
Importantly, eloquence is also "one of tbe
supreme virtues" and, as such, it is a moral characteristic.
This stress is particularly strong in Quintilian, who writes that
rhetoric is not necessarily persuasion,
but "the science of
speaking
and that "no man can speak well who is not good
himself."
To be an orator, then, means that one Is trained in
virtue, meritorious in character, and possesses those excellent
qualities that make one, in essence, a good person.
Linguistic
skills are not sufficient to make one an orator.
Cicero states
succintly the importance of this condition:
the stronger this (linguistic] faculty is, the more
necessary it is for it to be combined with integrity
and supreme wisdom, and if we bestow fluency of speech
on persons devoid of these virtues, we shall not have
made orators of them-but shall have put weapons into
the hands of madmen.
Clearly,
for
Cicero
and
Quintilian,
Involves the teaching of virtue.

a

rhetorical

education
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Host important for my argument is the third point of
emphasis.
A rhetorical education entails not only the development of virtue
and oratorical prowess, but also the development of a particular
manner of thought; that is, the development of a way of thinking
which is peculiarly rhetorical in nature.
Cicero writes that
oratory Involves "particular types of thought and diction."’
When discussing the five rhetorical canons he gives priority to
invention by stating that an orator "must first hit upon what to
say."
One must, in other words, conceptualize a subject so
that it lends itself to rhetorical discussion.
Ryan notes that
for Quintilian a rhetorical education would "produce first, a
thinker,
and
second,
a
speaker."
And Quintilian himself
asserts that
"the
alm
of
rhetoric
is Ip ihillk
SIls!
sneak
rightly."
All of these citations refer to a way of thinking
cultivated by rhetorical education.
This way of thinking becomes
particularly enticing when seen in light of a rather radical
Ciceronian theme.
Cicero argues that "the complete and finished orator is he who
on any matter can speak with fulness and variety."
He states
further that "eloquence is so potent a force that it embraces the
origin and operation and developments of all things," including
philosophy, science, and governance. ’
If the orator can speak
on any and all matters, as Cicero says here, then what is it about
a rhetorical education that enables him or her to do so?
Certainly the first two factors noted above are relevant considerations.
A complete education and a noble eloquence would provide
one with tools for the discussion of many issues.
But Cicero
could not foresee our contemporary age of scientific advancement,
nuclear technology,
and Increased specialization (even in the
humanities), and one is hard pressed to imagine an education that
would provide the extensive knowledge necessary to discuss all
issues.
The expansion and diversity of Important concerns dashes
any hope of a comprehensive education.
Thus, while education and
eloquence are important, they do not sufficiently prepare one for
participation in all of public life.
Many policy decisions must
remain with specialists.
The key to unconditioned participation
rests with a rhetorical way of thinking.
Cultivation of a
rhetorical perspective allows one to engage in eloquent and
knowledgeable speech about the broadest range of subjects.
Let us
now take a more complete look at this rhetorical manner of
thought.
The Reunion of Wisdom and Rhetoric

' In this section I argue, first, that Cicero's conflation of
wisdom and eloquence allows the rhetorically educated person to
discuss Issues heretofore seen as specialized.
I then discuss hsm
this person can engage in argument on such Issues.
Again, though
the concern of these classical scholars is with rhetoric, their
ideas are relevant for all areas of contemporary Speech Communication.
Indeed, this paper’s central point is that teachers of
Speech Communication ip general would do well to hearken to the
discipline's classical heritage.

Cicero, in Book III of ge Oratore. identifies an ancient problem
which still influences how many undergraduates and non-speclalists
perceive the discipline of Speech Communication.
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Socrates ; . . separated the science of wise thinking
from that of elegant speaking, though in reality they
are closely linked together . . . This is the source
from which has sprung the undoubtedly
absurd
and
unprofitable and reprehensible severance between the
tongue and the brain, leading to our having one set of
professorsj-to teach us to think and another to teach us
to speak.

With these words Cicero accounts for the disjunction of wisdom
from eloquence, a disjunction which he deems unfortunate and sets
forth to rectify.
Indeed, "the union of philosophy and eloquence
is," writes Sattler, "the Ciceronian ideal.This union is
based on the concept that any idea, insofar as it is conceived and
communicated symbolically, must be stylized.
For Cicero, an idea
cannot come into fulness unless it is shaped linguistically.
An
empty,
vacuous style
is,
conversely,
also anathema.
"Every
speech," argues Cicero, "consists of matter and words, and the
words cannot fall into place if you remove the matt^^ nor can the
matter have clarity if you withdraw the words."
Linguistic
concerns, then, have a place in any discussion of any issue.
This factor allows the rhetorically educated to discuss even the
most obscure specialty.
A rhetorical perspective is concerned
with words; it emphasizes how meanings are linguistically construed and manipulated.
Quintilian invokes this perspective when
he writes that "the real power qf oratory lies in enhancing or
attenuating the force of words.His concern here is with how
meanings are governed.
The rhetorically educated student of
Speech Communication, then, can always focus on an essential
aspect of any subject:
the linguistic aspect.
Esoteric policy
concerns about anything from medicine to nuclear power must take a
symbolic form, and the point of symbolism is where the rhetorically educated have insight.
Language is an essential dimension
of all modes of thought.
It unifies knowledge so that a rhetorical education sufficiently prepares one to deal with any problem.
Though one may grant areas of expertise and concede to specialized
knowledge of some things, one can still_„assert one's claim to the
rhetorical treatment of those things.
The student of Speech
Communication should be educated at a level which enables him or
her to engage in any sphere of knowledge.

Because Cicero conjoins words and matter, the orator has grounds
on which to discuss any subject.
The question remains, however,
as to how one engages in such discussion.
By what means does the
student of Speech Communication argue, even at the linguistic
level, with the nuclear physicist or the expert in criminal law?
As stated above, a rhetorical perspective focuses on how the
meanings inherent in any subject matter are negotiated.
One
characteristic of meanings
is that
they
are arguable.
The
rhetorically educated person, consequently, can engage specialists
by directing concern toward those elements of an issue that are
debatable, by calling attention to the negotiable dimensions of
what, on its face, may seem the most objective of subjects.
Cicero and Quintilian make numerous references to this type of
strategy.
Cicero writes, for example, "every matter that can be
the subject of Inquiry and discussion involves the same kind of
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issue," and he goes on to demonstrate that the heart of that issue
is what events and circumstances mean to the people involved. ’
In another instance in
Oratore■ Caesar states that a person of
oratorical talent exhibits "the power to divert the force of a
word into a sense quite different from tliat in which other folk
understand it."
Finally, when discussing invention, Cicero
has Antonius remark that "I concentrate particularly on the pagt
of the case that is most capable of influencing men's minds." '
In each reference the emphasis is on exploiting the most arguable
aspects, the most thoroughly rhetorical dimensions, of the matter
at hand.
These "arguable aspects" are present In any subject, and
one who Is rhetorically educated can make them a part of public
discussion.
Quintilian highlights this concern when he writes that the
orator must foster an ability to ascertain "the secret places
where
arguments
reside,
and
from which they
must be drawn
forth."
An education which encourages a rhetorical perspective prepares one to recognize the symbolic circumstances that
Indicate the presence of arguable issues.
Quintilian asserts, for
example, that the "basis" or central argumentative plank of any
Judicial precedent-J'varies and depends on the circumstances of the
individual case." ’
It is, in other words, arguable, and one
does not need a degree in law to participate in public discussion
of how precedents might be applied in particular situations.
A
rhetorical education is sufficient.

The centrality of meaning in judicial disputes is apparent when
Quintilian discusses lines of argument.
He cites defenses, such
as "I took it, but did not steal it," and "I struck him but did
not commit an assault," whlch-lllustrate how an event's meaning is
subject
to
interpretation.'^
Though
his
topic
is
judicial
discourse the principle is generalizable.
Vast as the variety of
issues to be discussed may be, they all share a common characteristic:
"There is scarcely a single one which does not at some
point or another involve the discussion of equity and virtue,
while there are also, as everyone knows, not a few which turn
entirely on questions of quality."^
What constitutes equity, virtue, or quality is, to some degree,
a matter of interpretation.
These are rhetorical issues, arguable
points in any given situation.
Indeed, those Interpretations that
are accepted are those argued for most compel1Ingly.
An orator,
one with a rhetorical education, is best suited to locate and
discuss the arguable considerations of a subject.

Because of the unity of knowledge, or the conflation of wisdom
and eloquence, the rhetorically educated can speak about any issue
or subject.
This unity allows Cicero to assert that the art "of
speaking with knowledge, skill, and elegance, has no delimited
territory. . . .
All things whatsoever . . . must be aptly dealt
with by him who professes to have this (oratorical] power.
Cicero's and Quintilian's ideas relate, in a very real sense, to
our basic freedoms.
A rhetorical education best prepares us for
participation in social and political life.
These classical
rhetoricians felt that this ability carried with it a unique
responsibility.
To assume the title of orator entailed civic
obligations.
It meant not only that one could participate in
public life, but that one ihoyjd participate in public life.
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The Classical Heritage of Speech Communication

Hy conception of our mission as Speech Communication teachers
stems from a commitment to the rhetorical tradition discussed in
this paper.
That tradition provides us with the basic subject
matter of our discipline.
In classical times, a general or
liberal education was an education in rhetoric.
An educated
person had knowledge of those subjects appropriate for communication.
To be educated meant to be able to communicate.
But as
early as Socrates a distinction appeared between the art of
communication
and
the
subject
matter
communicated.
Logic,
philosophy, and science embodied the art of thinking and of
developing Ideas; rhetoric and communication provided but the
trappings within which those ideas could be delivered.
This
distinction plagues us still.
I hear students in freshman to
senior level courses make comments like, "our main concern here is
not with what people say, but with how they say it." They see the
study of Speech Communication as a study of form without content.
If we keep our heritage central, we will teach our students
concern for the subjects about which they communicate as well as
for the manner in which they communicate.
Indeed, an education in
Speech Communication ought to teach students to think about those
subjects in which they are interested; it ought to teach tliem the
proper questions to ask and the bases upon which to answer them;
it ought to teach them principled inquiry and critical evaluation.
A Speech Communication degree ought to indicate, in sum,
that the student who holds it is prepared to be an informed
citizen able to participate in public life.

To reduce our courses to the study of forms of speech is
certainly a problem.
But an even more serious threat arises if in
our haste to attract and appeal to students we neglect the history
and principles of our field.
Hy public speaking students sometimes complain that what they must learn about the canons of
rhetoric,
the principles of identification,
and reasoning is
unnecessary information.
Those concepts help them to understand
how others have thought about public address, but, their argument
goes, they do little to make them better public speakers.
They
want to learn how to organize a speech, some basic principles of
argument, and, most Importantly, to "feel comfortable" in front of
an audience.
These are worthwhile goals.
But if divorced from
the theoretical principles of public address, they belie our
status as an academic department and discipline.
Hy students
might as well join Toastmasters or read How ip Win Friends and
Influence People.

This principle holds true for the other areas of our discipline
as well.
We betray our tradition if we teach students how to
develop sound interpersonal relationships or how to function in
small groups, but neglect the philosophical,
theoretical,
or
scientific standards upon which those teachings are based.
And we
neglect our field's fundamental principles if we teach students
how to perform novels and poetry, but ignore the theoretical and
critical connections between communication and literature.
Though the bulk of this paper reflects upon our rhetorical
tradition and utilizes the language of tliat area of our field, I
obviously believe that issues raised here do generalize to all of
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the courses we teach.
Instructors of Interpersonal and small
group communication, for example, typically emphasize that people
embrace divergent perspectives, that words entail meanings which
are arguable, that a virtuous character is an ethical responsibility for the graduate in Speecli Communication, and that a broad
liberal arts education will make us better communicators no matter
what the setting.
Host of us believe these things.
My concern is
tliat we communicate these beliefs to our students so that they
recognize the substantive basis of our field, and thereby conceive
of Speech Communication as a discipline which offers not only
public speaking, relational, or group discussion skills, but also,
and most importantly, a well-rounded education.
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The Academic Community and Professional Responsibilities:
Ethical Perspectives-Saints and Scamps:
Ethics in Academia—A
Response*

Donald Slkkink
Steven H. Cahn is Provost and Vice-President for Academic
Affairs and Professor of Philosophy at the Graduate School of the
City University of New York.
Saints and Scamps:
Ethics in
Academia is a 112 page paperback authored by Cahn and published
in 1986 by Rowman and Littlefield.
Professor Cahn's advice on the approach to be used
reviewer is included in this book:

by

a

book

"A reviewer is entitled to express negative Judgments.
But the reader should also be provided with a straight
forward account of the book's content and a generous
presentation of whatever may be its stylistic and
substantive merits."
I generally will follow this approach.

Cahn begins by noting how little has been written about the
obligations of professors, that law and medicine have detailed
standards of conduct, but teachers do not, and that while the
number of
incompetent/immoral professors is small,
they do
exist.
He feels we need to weigh our concern over "controlling"
badly behaved professors against the need to protect faculty
autonomy and academic freedom.

Cahn believes teachers much be authorities but not authoritarian, they must carefully plan/organlze text selection, syllabus
materials,
examinations,
grading,
and must be available to
students.
With regard to grading, the author vigorously attacks
grade Inflation, believes the class average should be on the
transcript along with the individual grade and favors a ten
symbol (+, -) system.
He also argbes against instructors who
present only their viewpoint, as well as those who are so open
minded that they are empty-headed.

*Colleagues Glenn Stocker, Professor of Speech Communication
and Editor of the Speech Associate of Minnesota Journal and
David Carr, Assistant Dean of Social Sciences and Director of a
special ethics project funded by the Fund for the Improvement
of Post-Secondary Education read and offered helpful comments
on this essay.
Their assistance is acknowledged and appreciated.
Dr. Donald Slkkink was Dean of the College of Fine Arts and
Humanities, St. Cloud State University, St. Cloud, MN.
This
article was delivered as a paper at the 1988 Central States
Speech Association Convention.
He
is
now
Acting Academic
Vice-President at SCSU.
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As he has in previous books and essays, Cahn argues against
student evaluations ("airline passengers should not have a strong
voice in selecting pilots").
He asserts that students do not
know the subject matter, that students will ultimately recognize
that something which seemed dull was important, that students can
be fooled, they can be "bribed" and the faculty must claim
authority in academic matters.

The author moves from discussing teaching to considering
scholarship and service.
He argues that all faculty must
continue to study their subject,
and, except for community
college faculty, this involves writing books/articles so ideas
can be scrutinized by other experts.
In doing this work faculty
must not claim credit for things not theirs, materials should be
accurate, and a reviewer should do more than be negative!
This same "ethical" approach is required with the service
duties of an academic: reference letters should be honest, each
of us must faithfully advise, each must serve on departmental/university committees, senior faculty should provide guidance
for less experienced faculty and one of us must serve as department chair.
It is in this section that Cahn makes a strong defense of
standard liberal arts requirements.
He attacks the "elective"
concept, the idea that students should be free to choose, that
student interest has anything to do with education, that advising
instead of requirements is a satisfactory alternative and asserts
that faculty must defend a liberal arts requirement.

In Chapter 1| Professor Cahn discusses personnel decisions.
He
notes the need to avoid racial, religious and sexual prejudice,
and adds an admonition against the hiring of friends.
He urges
interviewing in a fair manner, suggests broad questions instead
of focusing on the applicant's dissertation ("tell me about your
intellectual pursuits outside your discipline").
His advice on
campus visits is that each finalist make a research presentation
and also be required to give a talk on an elementary topic as if
prepared for introductory students.

Cahn goes from hiring advice to tenure advice after making a
standard defense of tenure.
He defends the need to publish as
really being "think or perish".
Professor Cahn asserts that, in
voting on appointments,
promotions and tenure, only tenured
faculty should vote and their votes should remain secret—and
under no circumstances should student votes be allowed.
While
Cahn argues for secret voting he does advocate providing reasons
for a decision.

With reference to dismissal, he notes we must avoid mixing
conformity with competence.
Faculty who miss class frequently
and without excuse are candidates for dismissal while the same is
true for Instructors who ignore all pedagogical responsibilities
except meeting their class; and dismissal is also appropriate for
professors who do not present the announced course materials and
replace
them
with
self-indulgent
ramblings
or
Idealoglcal
harangues.
Exchanging academic favors for sexual favors is an
obvious dismissal cause, as are fraud and deceit.
Cahn suggests

Responsibilities
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that the sabbatical application review process should be broadened to provide an evaluation of faculty on all
issues of
academic responsibility.

The final chapter deals with graduate education and is not
considered here because of the lack of recent expertise in this
area by the reviewer.
This is, in my opinion, a clearly written, Interesting essay,
effectively outlining the author's convictions on the elements of
the professional life, teaching, scholarship, service, personnel
decisions and graduate education.

Reservations?

Objections?

Of coursel

1. If you are looking for new or different approaches you will
be disappointed.
Cahn's treatment is conventional and if
you have worked in higher education for several years,
especially as chair of the Faculty Personnel Committee, or
chair of the department, or as dean or associate dean you
will be covering old ground--but with smiles at the author's
ability to illustrate his ideas.

2. If you selected the book because of that part of the title
which asserts "Ethics in Academia" you could end up disappointed.
I ended my reading with the feeling that the issue
of "truth in advertising" might be raised?
The word ethics
is mentioned 3 or *( times as is the word morality but no
systematic treatment occurs.
The reader is not given a
method or system for determining what are ethical issues or
how one tries to measure ethical behavior in academic
decision making.

UNLESS ...
Professor Cahn's answers to the various problem areas he covers
are the ethical answers—that is to say that his answers are the
"right answers"?
For Cahn, there are not ethical dilemmas, only
ethjcal behavior and unethical behavior.
If that is his "ethical" approach, I have serious reservations to the approach and to
several of the prescribed behaviors.
Let me illustrate this
concern by objecting to three of his answers.
1. Cahn's position on the use of student evaluations at any
time and student votes/volces in personnel decisions is
strongly negative.
Students, under Cahn's position, are not
to have a voice.
He argues that students do not know if
this is the best text, they do not know if the instructor is
a subject matter expert, etc..
Cahn is correct, students
cannot answer such questions, but I suggest a different
solution.
Instead of avoiding student ratings, why not ask
different questions?
Ask students if they could understand
the text, ask students if the instructor was understandable,
ask students if the instructor was available to answer
questions, ask students if the instructor showed up for
class.
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My
argument
is that only students can answer certain
questions about teaching and learning and to. deny them a
voice is to limit ourselves in decision making.

I am impressed with the data used in workshops given by the
Center
for' Instructional
Improvement
at
Kansas
State
University.
This data reflects a higher correlation between
student ratings and "learning" than between peer observations and learning—in fact, the KSU workshop reports that
peer observation of teaching is unlikely to have validity as
an evaluation method unless 3 or more colleagues visit a
class 3 or more times.
This workshop data also explode one
of those wonderful old myths cited by Cahn—that is the myth
that you hated me at the time of the class but you will love
me later.
Their data suggest a high correlation exists
between ratings at the time of the course and ratings after
several years.

Glancing
through
Taking
Teaching
Serious:
A
Faculty
Handbook, Center for Teaching at Texas A & H, A Guide to
Evaiu.ating
leaching
far
Promotion
and
lenuts,
Copley
Publishing Group, Changing Practices on Faculty Evaluation.
Jossey-Bass, ixeLua-ting Fa.c_Ul.ty for Promotion and Tenure.
Jossey-Bass, and Techniques fe.r Evaluating and Improving
Instruction. Jossey-Bass, will provide you with an opportunity to reach your own decision on this issue.
In my
Judgment, Professor Cahn is much too eager to remove student
ratings from the evaluation process.
2. I find Cahn's suggestion that only tenured faculty should
vote on promotion and tenure to be dubious.
More involvement makes sense; the research of our discipline reflects
that involvement is an essential Ingredient in the morale of
an organization.
Cahn's concern is that if you ask nontenured faculty members to participate they will provide you
less than an honest answer because of concern over the vote
on their own retention or promotion.
His point is well
taken, but if secret ballots are used with written reasons,
we guard against retaliation while providing more involvement.
I remember the early research conclusions in our
discipline concerning Judging
speech contests—that the
fairest and most accurate decision is likely to be reached
when you use a number of raters.
I believe a similar
process is applicable to personnel decisions.

3. A third major reservation concerns the on-going and long
time argument about "publish or perish".
Cahn is persuasive
in arguing that we need to do more "than keep up with our
fields", and that except for community college faculty we
should all make "original contributions".
Still, I have
trouble with this assertion.
My own sense is that much of
what is published today would have been better left unwritten.
Much of the current literature looks like it was
published for deans and tenure committees, and has little to
do with an original contribution.
It may have a lot to do
with diverting this faculty member from doing something he
or she does well?

Responsibilities
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I would argue that faculty at major research universities
must publish and faculty at community colleges must teach.
Those of us at institutions In between must teach and
reflect professional "aliveness” in some way acceptable to
the
particular
institution.
Some
of
us
enjoy
research/writing/publishing,
some of us
enjoy
serving as
officers or committee members in professional societies,
some contribute through workshops and some of us enjoy being
on panels at regional professional conventions.
I believe
we must be held accountable for being professionally alive
and involved and that such behavior can be documented in
ways other than publication in juried journals.

In addition to these specific objections I have an overall
reaction which is not factual in nature.
Something in the
overall tone of this book annoys me.
It may be good old midwestern, Minnesota bred and educated prejudice toward eastern
elitism.
I sense that this book operates on the level of the
impossible ideal, rather than on the level of the necessary
real.
Cahn never mentions collective bargaining, yet a significant percentage of higher education is now unionized.
That
development effects administrative behavior and can pose ethical
dilemmas.
Cahn's discussion of curriculum issues is always in
terms of courses, and courses in the traditional liberal arts
areas — philosophy, history, English.
Something in me continues
to rebel at the belief that a course is a course is a course.
A
course is not just title plus materials.
It is that plus a
teacher and students involved in some type of interaction.
Cahn's rejection of student interest, of motivation, of the
interactive process with the instructor is troubling.
I hope we
are engaged in something more complex than a room, students and
an all-knowing teacher at the front.
I did not say circle
because I suspect Cahn would reject the circle.
I suspect this
book will be for those who want their students in neat rows.
Hy
reaction is negative because I see student teacher interaction as
crucial and I have often wondered if we should not have graduation requirements based on teachers instead of courses?
For
example, everyone needs a required 100 level Grachek, a required
400 level Wilkens and a required graduate level Borman.
Take
Sikklnk only if you have a throw away electivel

This book is worth $7.95 and can be read in 2-3 hours.
You
will not learn a lot of new things, but you will be given cause
to think seriously about old problems—and that can be valuable.
For those who want more on the same topic but in a somewhat
different manner, I suggest The Art of Decision. .tlpRtoei Issues
and Cases lD_tti6h_er E.dilQatjoji, by Patricia R. Plante, Macmillan,
1987.
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Speech Conmunication Internship Programs and
Perspectives on Assessment

Roseanna Ross

The ever-increasing emphasis on the marketability of speech
communication graduates in a tightening Job market demands the
development of a college curriculum which translates theory and
research Into practice (Konsky, 1977)This curricular need is
being met in a growing number of speech communication departments
through the establishment of
internship programs
(HcBath &
Burhans, 1975).
Internships not only offer speech communication
students an opportunity to apply theory to experience, but also
to develop skills in a professional setting, to test career
choices, and to build a background of experience for future
employment.
In addition, internships increase the visibility of
the discipline in the employment market, and educate employers as
to the skills and knowledge which are the focus of a speech
communication degree (Harper, 1982; Konsky, 1977).
Assessment
At the same time that the speech communication discipline is
seeing a growing interest in the internship program, it is also
experiencing (along with education as a whole) a growing concern
for assessing functional competencies:
listening abilities,
interaction management abilities,
role-taking abilities,
nonverbal skills, empathy, Judgment and others
(Larson, Backlund,
Redmond A Barbour, 1978).
It is important to investigate speech
communication internships in light of this concern for assessment.
Specifically,
internships
can
be
viewed
from
three
assessment perspectives:
1) The assessment of the internship
experience itself (internship success); 2) the internship as a
vehicle for assessing degree of speech communication skill and
theory learned in the classroom (classroom effectiveness); and 3)
the internship as a strategy for assessing the communication
department's curriculum and instruction (curriculum effectiveness).
From the first perspective, internship success, the issue
becomes one of assessing the level of success of that internship
as a new learning experience, and of the intern in accomplishing
the learning goals.
From the second perspective, classroom
effectiveness, the internship -is seen as a "testing ground"
offering the opportunity to demonstrate what the student has

Dr. Roseanna Ross is Associate Professor of Speech and the
internship director, St. Cloud State University.
This article is
based on notes presented at the Speech Association of Minnesota
Convention, Northfield, Minnesota, September, 1987.
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learned in the classroom.
This also becomes a test of degree of
communication competence:
The "ability to demonstrate knowledge
of the communicative behavior socially appropriate in a given
situation” (Larson et al., p. 21).
From the third perspective,
curriculum effectiveness, the internship becomes a method for
assessing curriculum and instruction.
The internship experience
allows the department to test the relevance of the curriculum in
preparing students for the market place.

Central to the three perspectives Is the need for clearly
defined educational objectives.
This demands that the internship
be speech communication focused, with both a site supervisor and
an academic supervisor.
The written "learning agreement" which
is negotiated at the outset between the Intern, the site supervisor,
and
the academic director
should state clearly the
learning objectives for the internship.
This not only ensures
the academic integrity of the program, but also defines criteria
for
assessing
the
internship
from
the
three
perspectives:
internship
success,
classroom
effectiveness,
and
curriculum
effectiveness.
The written learning agreement is an integral
component of an educationally sound internship.

In the SCSI) Department of Speech Communication, the terms of
the internship must be understood by all parties before the
student registers for the assignment.
The learning agreement is
designed
initially by the
intern
in consultation with the
academic director, and must be signed by the Intern, the job
supervisor and the director.
The agreement Includes statements
of the credits to be earned, job duties, intern's learning goals,
criteria for evaluation, and responsibilities of the principals
involved: intern, site supervisor, and director.

The learning goals become a guide for the internship and a
major focus for assessment of the internship by both the intern
and the director.
Students design goals which allow them to
apply theory and skills through observation and performance.
They review past courses and theories, study the job responsibilities, and examine personal communication skill strengths and
weaknesses in the process of writing these goals.
The goals
focus on both the acquisition and application of communication
theory and skills, and therefore are important to all three
assessment perspectives.
Utilizing the learning goals as a guide
during the internship, the intern and academic director can judge
where learning has taken place, where it can be applied, and what
areas are deserving further focus.
With feedback from intern and
site supervisor during and following the internship, judgements
can be made about curriculum effectiveness/appllcabllity.
The
goals must be well written, and challenge the intern both to
apply learned theory and skills from the existing curriculum, and
to structure new learning and skills areas.
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Aiaeasroent Perapeotiyes

Internship Success
The internship in the SCSU program is graded on a "satlsfactory"/"unsatlsfactory" basis.
Although a "satisfactory" does not
Indicate digree of success,
this grading format allows the
academic director to be more Involved with the Intern as a
consultant rather than as an evaluator and thus allows the
director the freedom to assist the Intern in achieving his/her
goals.

Information concerning the progress toward, and successful
completion of, the learning agreement goals is gathered from the
intern's daily log, the midquarter site visit, and the final
paper/portfolio.
The written assignments -- log and final paper
-- are the intern's opportunity to demonstrate the ability to
apply,
analyze and synthesize the theory
and
skills.
The
midquarter site visit gives the director additional information
about the organization and allows the supervisor to judge the
intern's performance and the suitability of the intern's course
preparation.
This
Information
is used
to help the
intern
increase the degree of success during the second half of the
internship.
In the final paper the Intern reflects on the
learning goals and describes where the learning goals were and
were not achieved, and also what other insights (not addressed by
the goals) were gained about communication and the self as a
communicator.
Student interns, even those where the work environment has been
less-than-ldeal, are quick to say they've "learned so much," the
"book came to life;" the internship helped them to see how theory
translated to experience.
If the proof is "in the doing," then
the internship does function as a vehicle for assessing the
success of the previous classroom learning.
Interns are challenged to investigate what it is they have learned in the
classroom, and to apply and test that learning.

Evidence of the level of the students' skills competency is
most directly produced through the daily journal/log.
This
reflects more than the daily activities; interns use the Journal
to analyze a particular event, interaction or aspect of the
organization.
At SCSU, the director looks for application of
theory, suggestions for alternative behaviors, insight into the
dynamics of the interaction/situation and the self as a communicator.
Interns are encouraged to reread learning goals, and to
select a specific goal for focus of the entry when no particular
event emerges for the day.

Curriculum. EffisilWDSM

Two strategies are employed to assess directly the relevance of
the department's curriculum in preparing students for the world
of work:
1) students are asked to respond to a post internship
questionnaire where questions focus on which courses were most
helpful, and what courses they wish they had; and 2) site
supervisor's are requested during the site visit to share their
perceptions of the student's preparedness.
Students readily
identify which courses contributed most to the success of the
internship.
Recurring
reference
is
made
to
Interpersonal,
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organizational,
public
speaking,
listening,
and
leadership
classes, and to strategies such as guest speakers, case studies,
and required written work.
Interns note a desire for these same
courses and strategies when they have not been a part of their
degree experience.
Some supervisors are quick to note that
courses must have prepared the student In areas of interpersonal
relations, self presentation, communication style flexibility,
etc..
On the other hand, some supervisors question the utility
of the actual course work, and assert that these students were
"probably good communicators anyway; that's why they're in this
area."
This information is then reported back to the department so
that it can be utilized by faculty advisors and in curriculum
revision.

Assessment Froblfias

IntiriiqbJp Success

In assessing the success of the internship as a learning
experience, one basic consideration rests in determining the
degree and nature of that success.
This is especially important
to programs which assign letter grades.
How does one identify an
"A" internship? The quality of the written work is certainly one
determining factor.
Some programs also request a grade evaluation by the site supervisor which is averaged into the final
grade (Wolvin & Jamieson, 197*1).
The result then is that a
supervisor, who may have little knowledge of the discipline, has
direct input into a student's communication grade.
In addition, to differentiate an "A", from a "B", criteria must
be established which are applicable across all internships. This
would ensure that an "A" on a 16 credit internship with United
Way is equivalent to an "A" on a *1 credit internship with the
state senate.
And that an intern experience in a less-than-ldeal
supervisory relationship is evaluated fairly in relation to one
in an ideal setting.
It becomes obvious that these criteria are
not (if at all) easily determined.
Some program supervisors determine the letter grade by assigning a final research paper.
The grade may reflect research
ability and knowledge gained during the research process, but it
is not clear how this reflects the success of the internship
experience in achieving learning goals or in acquiring new levels
of learning.

SlasacooH_end CuridLcuJum Effectiveness

I have posited that internships are a strategy for testing
effectiveness of the learning that has taken place in the
classroom and of the effectiveness of the curriculum in preparing
the student for the worksetting.
With this assertion, also comes
cautions.

Among the issues related to the appropriateness of utilizing
internships in assessing classroom and curriculum effectiveness
are:
1) impact of instruction style; 2) influence of student
learning style;
3) assumption of student awareness;
and *1)
understanding of the discipline by those outside the discipline.
It is difficult to separate course content from the personality
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and style of the Instructor.
The same course, taught by a
different instructor, may not result in a comparable level of
understanding of theory for the student.
Therefore, it would be
risky to say that any one course is a weak link in the curriculum, based solely on this feedback.

Secondly, students who seek Internships may be students who
respond well to an experientlal/"hands on" approach in the
classroom.
Therefore, they may learn more from classes where the
approach encourages practical applications of concepts and skills
(case studles/role plays), whereas those students who do not
select to intern may find other classroom learning experiences
more helpful.
Third, in choosing to utilize Intern feedback in assessing
success of the classroom experience, the assumption is made that
interns are aware and able to articulate how the course has
prepared them.
It is a common experience that students will
overtly express dislike and disdain for a course and Instructor
during the class experience, only to return even years later to
praise the instructor for such an important and relevant learning
experience.
Interns may have a more immediate opportunity to
teat the classroom learning, but that should not imply they will
be able to accurately credit the learning.
Finally, there may be some truth in the comment made by site
supervisors suggesting that interns in the speech communication
discipline are innately "good at it;" some students who "have a
knack" may be attracted to the speech communication field.
More
importantly though, such a comment reveals a lack of understanding of the curriculum focus in our discipline, and strongly
suggests that we need to educate the work world about the focus
and purpose of the degree.
Internships could provide an avenue
to accomplish this, if we are alert to this problem when visiting
the work setting.
Such a comment also indicates that feedback
concerning the curriculum from those outside the discipline must
not be considered in isolation, but in light of a number of
variables.
Conclusion
At a time when education and educators are challenged to be
accountable for the learning that takes place in the classroom,
the internship offers a ready forum for students to test what
they have learned in the classroom and for departments to assess
the effectiveness of their curriculums in preparing students for
the work setting.
In addition, internships offer an alternative
instructional strategy for new learning.
As Internships receive
increasing support in the communication discipline, issues of
assessment within our discipline will demand serious investigation.
The assessment perspectives discussed here suggest that
Internships not only assist in assessment of classroom learning
and curriculum effectiveness, but should also be subject to the
same rigorous consideration in assessing their success.
The
strategies and problems discussed are intended to assist communication departments in realizing the full
potential of the
internship program.
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"Self-Evaluation and Pre-Speech Planning:
A Strategy for Sharing Responsibility for Progress
in the Speech Class"

Linda A. DesJardins

Jntraductlpp
For many semesters, my speech class had a consistent format:
I'd lecture, assign a speech, give guidelines as to expectations,
listen to the speeches, and then provide a written evaluation of
each student's presentation.
I came to realize, however, my
students relied too heavily on my evaluation of their speech
presentations for their own assessment of their skills.
Their
self-images seemed to rise and fall with my positive and critical
comments regarding their speeches.
Their next speaking effort
would reflect an attempt to work on my identified "negatives,"
trying therefore to please me.
I was the sculptor, they ray
clay.
This is not a healthy scenario.
A positive self-image and
sense of being able to direct their own progress are key ingredients in becoming good public speakers.
A feeling of confidence
about their speaking abilities encourages students to try harder,
to experiment, to grow.
Although I tried to accentuate the
positives as well as suggest areas for improvements, the students
still tended to focus only on the negatives, and this did nothing
to
foster
strong
self-images.
Their
speech
modifications,
undertaken to placate me, did nothing to promote a feeling of
their being participhnts in a progress plan.
To get my students
to take a more active role in developing their own communication
skills, I implemented a pre- and post-speech strategy with the
use of pre-speech and self-evaluation forms.
Their diligent
completion of these forms has been successful
in enabling
students to identify for themselves those areas which they would
like to improve.
A sample of each form (Figure 1 and Figure 2)
is provided.

Cassette Recording
In order to implement this self-evaluation and pre-speech
strategy, students are required to record every speech.
This is
done right in class with one student assigned to be the tape
handler each session.
After class, students listen to their
speeches in privacy, if so desired, and fill-in self-evaluation
form.
Linda A. DesJardins is an Instructor at Northern Essex Community College in Haverhill, HA.
She teaches writing, literature,
film and speech in the Communications Department there and has
also taught at Northeastern University and Rivier College.
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Self-EvaluattPn. Forw, Figure One
Figure One asks the students to identify their strengths and
note any improvements since their last speech.
Addressing these
areas helps build their self images by focusing on what the
students are doing right.
Next, they must list specific areas in
which they would like to improve.
Setting goals gives direction
to their next speech effort and allows the students to shape
their own progress.
By becoming actively involved in their own speech destinies and
working toward accomplishing their own objectives, the students
see they have a say in their education and are not merely my
pawns.
Their self-confidence, so important to becoming strong
public speakers, is enhanced.
There is also space on the form to
address speech content and to give any additional commentary.

The use of cassette tapes and the self-evaluation form forces
students to listen to themselves carefully and objectively to
assess their performance, determine what progress has been made
and Identify what changes they would like to make in their next
speaking assignment.
It allows them to share responsibility for
their own speech Improvement.
I do not return my evaluation form
to the students until they have filled out their assessments
completely.
I do this to avoid having them listen to themselves
defensively or listen only to hear whether they agree or disagree
with me.

frfiTSpeech-flap. Figure Two
After the students have completed the self-evaluation forms,
the pre-speech plan. Figure Two, is addressed.
This plan is
submitted on the date of the next speech.
First, the students
record their specific speech purpose, phrased in a sentence.
Requiring a sentence format helps them to clearly focus their
intentions.
Next, they list the main points they plan to cover
which helps them to organize the speech content.
Finally,
students must identify a specific goal for improvement.
This
last item is the crucial one here:
It is through goal-setting
that the students shape their own progress.
The goals are
usually an outgrowth of the previous speech's "area to Improve"
section.
To keep the goals specific, the form also asks students
to identify how they will recognize whether they have attained
their goal:
saying "I want to speak more clearly" will not
suffice.
The goal must be nailed down in measurable terms, as in
"I will pronounce all 'ing' endings and say 'to' rather than
'ta.'
With specific, recognizable goals in mind, the students
have something to listen for in their next speech recording,
helping formulate their next self evaluation.

Conclusion
While the procedure described is geared for auditory assessments, it can easily be used with videotape and include not only
oral
improvements,
but physical ones as well.
Whether the
process is used with audio or videotape, the self-evaluation and
speech-plan forms help students become active in their own speech

DesJardins
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progress, acknowledge their accomplishments, and direct their
improvements.
While they still get feedback from me, the impact
my impressions have on their self-images and their need to feel a
joint responsibility for their improvement is put in a healthier
perspective, as it should be.

SELF EVALUATION

NAME;
SPEECH BEING EVALUATED:

STRENGTHS:

IMPROVEMENTS NOTED;

AREA(S) TO IMPROVE:

CONTENT

(Check what you feel is appropriate)
Strong
EaijWesk

INTRO.

SUPPORT
TIMING

ADDITIONAL COMMENTS:

Figure 1.
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SPEECH FLAW
NAME:
TOPIC:
SPECIFIC PURPOSE - PHRASED IN A SENTENCE:

HAIN POINTS:

SPECIFIC COAL FOR IMPROVEMENT:

HOW THIS GOAL HILL BE RECOGNIZED OR MEASURED:

Figure 2.
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Videotaping Small Group Discussions
in the Introductory Speech Course

Susan K. Weber

Videotaping a variety of speech communication situations has
become a common teaching tool in many college and high school
classrooms.
Studies
indicate
that videotaping
is extremely
useful to students as a feedback device (Lake and Adams, 198M),
has positive effects on attendance and attitudes (Coldhaber and
Kline, 1972), and does not cause additional anxiety (Bush et al.,
1972; Nelson, 1968).
The general acceptance of videotaping in
the communication classroom is demonstrated in the most recent
literature dealing with how to best design classrooms to take
advantage of the latest equipment (Behnke and O'Hair, 1989).
The
discussion has shifted from "whether we should" videotape to "how
can we take full advantage of" videotaping.

The literature examines videotaping students in communication
courses such as
interviewing
(Sorenson and
Pickett,
1986),
discussion (Becher et al., 1968), and public speaking (Ochs,
1968).
I have found videotaping and student critiqueing of small
groups to be effective within the context of the introductory
speech course.
Participation in a group process combined with
subsequent viewing of the videotape enables the students to
analyze their own communication style
from a more distant
perspective.
Videotaping allows them to discover for themselves
the areas in which they need improvement.
An assigned written
critique forces them to articulate how well their group communicated and completed the problem solving task.
An additional element in the process is that, while studying
group cohesiveness, most introductory speech classes in which I
have used this assignment have developed class cohesiveness as
well.
Such cohesiveness provides an ideal, comfortable setting
in which students can develop individual communication skills.
These are only two of many advantages of the following class
projects.

Group AssliUiBeiit
The small group unit of my introductory course Immediately
follows the interpersonal.
This sequence allows us to build upon
the terminology and concepts discussed in the previous section;
it also means I know most of the students by that time.
This
knowledge enables me to assign 5 to 7 people (depending on class
size) to a group with a certain amount of confidence that they
will interact in a positive way.
I try to avoid placing individuals in the same group if they have already worked together
Susan K. Weber is an Instructor in the
Communication, St. Cloud State University.

Department of Speech
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on a previous assignment or exercise, or if I know they are
roommates or good friends.
I also try to provide a "mix" of age,
values, gender, "degree of aggression", political views, etc., so
the students do have to work with individuals who may be less
similar to themselves.
After we have discussed small group concepts and terminology as
a class, and, in small groups, have "solved" one or two sample
problems/exercises, I make the formal assignment.

Topic ChPl-cg
The groups are asked to choose a topic which they would like to
discuss, or a "problem to solve".
I ask them to choose their own
topic, explaining that in choosing the topic itself they have to
follow small group procedures.
The only requirements I state are
these:
1. The topic must be fairly current
2. The topic must be worthwhile (they need a minimum of 3
outside sources, so it should be worth the effort
required to obtain the information)
3. The topic must be of interest to the majority of the
group and of the class/audience
9. The topic must be one on which they can find information in the limited time available
I have had few problems with these criteria being met.
Sometimes a group will need guidance if it doesn't know what
information is available, or if it has a general idea of the
topic but is having trouble wording the topic.
Both of these
problems, however, usually disappear as the members discuss their
topic/potential topic with each other or the instructor and begin
their research.
As soon as a group chooses a topic I announce it
to the entire class to avoid duplication.

Outside Research (References, bibliography)
I stress the Importance of outside information and require a
minimum of three outside sources for the following reasons.
First, it is very difficult to "solve the problem", make recommendations or serve as an evaluating board--all typical small
group tasks—without having valid, current, relevant information.
Hoving from the interpersonal area of study
in the
Introductory course (where we have been dealing with feelings and
perceptions and self-esteem) many students have a tendency to
rely on personal opinions and individual beliefs when first
encountering small group communication.
By forcing them to do
research, they begin to see the scope of the topics they choose
and some reasons why "the problem" has not been solved previously.
Second, they are forced to use the learning resource center
(library), something, depending on their class standing and area
of study, they may have been avoiding until now.
In a group
situation there seems to be less hesitancy in "diving right in";
I've had several students mention in their concluding written
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self-critiques that they "all met in the library and Jack showed
me how to use the micro-fIche", etc.

Third, by requiring outside sources I bridge the interpersonal
and public speaking areas of the course.
The last chapter in the
interpersonal section deals with interviews.
While, generally
speaking, very little time is devoted to "interviewing" per se.
the advantages of interviews (e.g., current information from
experts, high feed-back, etc.) are stressed at this time, and I
remind them of how to approach this type of communication
process. In addition to pointing out the relevance of interviews
(generally considered an Interpersonal skill), I am preparing
them for the public speaking segment of the course where credibility is vital, often in the form of outside quotes, statistics
and so forth.

Yideo-taping
At the same time I lecture about choosing the topic and
researching it, I mention that each group will be video-taped and
each group member will be required to view his/her group and to
write a <1—5 page critique of the small group's progress.
The
reaction to this area of the formal assignment is mixed.
Some
students view the thought of being "on camera" as threatening and
nerve-racking; others seem to view it with interest, if not
anticipation.
I explain that each group will have a chance to
see themselves in a "dry run" and that it is a necessary procedure if they are to critique the group's progress.
It is
difficult, I remind them, to analyze what they and others are
doing while they are "doing it".
By video-taping, each individual can see his or her interaction within the group and the
group's progress.
Recording the discussion session allows group
members to concentrate on the discussion itself because they know
that any information needed for the written paper will be
available for analysis later.
A day or two before the small groups start, I use a class
session for a "dry-run".
If I can obtain the department's vldeO'
taping facility, we meet there.
If that room is unavailable, I
bring in a portable minicam.
We arrange the table, chairs,
microphones, cameras, etc.
exactly as they will be arranged
during the actual taping.
Then each group is taped, with members
giving names and answering some other question (ex: "Where will
you be during Spring Break?"; "What would you rather be doing
right now?").
I then rewind the tape, let them see and hear
themselves on the monitor, and make appropriate positive comments.
I repeat the process for each group and the whole class
seems to enjoy the segment.
If a room is available, I will send
group A to another class room or hallway to prepare for their own
presentation while I tape Group B, and so on.
Each group takes
about 10 minutes from start to finish.

This procedure seems to work well
for
familiarizing the
students with the mechanics of video-taping and taking some of
the "scariness" out of "being on camera."
In fact, because of
the nature of the assignment, most groups have developed some
cohesiveness and comaraderie by then and seem to enjoy "competing" with each other.
This "warm-up" class provides an impetus
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for the actual small group discussion sessions which begin a day
or two later.

Also at this time I give them an evaluation sheet which I use
as a guideline in assigning grades.
They can then see exactly
what I will be looking for in the discussion.
They return this
sheet to me, with their name and the correct wording of their
topic written on it, along with individual sources, on the day
their groups actually "discuss."
After each group's 30-95 minute discussion, I stop videotaping
and the group opens up the discussion to class questions.
There
is a distinct increase in the quality of the questions and
comments from the audience as the week of small group presentations draws to a close.
The audience becomes more critical of
the sources of Information and more direct in the nature of
their questions—both additional benefits of the assignment.

Self-critique paper
Each group is given a sheet of guidelines at the conclusion of
the class period during which they made their presentation.
These guidelines, plus other handouts, reading assignments, and
class discussions clarify what is expected in the final part of
this assignment, the 9-5 page typed or word-processed critique
paper due in one week.

The tape is Immediately put on reserve in the learning resource
center where each member of the group can check it out at his/her
own convenience and watch it on the monitors there.
If asked, I
discourage the entire group from watching it together.
Not all
of the maintenance and task roles that appear in the small groups
are positive; occasionally there are some dysfunctional behavioral patterns that emerge.
When such negative aspects appear
(and frequently the group as a whole is not aware of such
behavior during the actual discussion) it is sometimes easier if
each member of that group is seeing it by him or herself.
Also,
I want to encourage original thought and insight in the critique,
not a group analysis.

Carry-over Benefits of Assignment
The cliche "A picture is worth a thousand words" (while not
necessary a popular saying in our profession) holds true for this
assignment.
I find that most of the students--even those
previously somewhat withdrawn from class participation—seem to
gain confidence after the small group unit.

Actually seeing themselves communicate on tape without anything
horrible happening is a great step forward for many Introductory
speech students.
Students are always concerned about the public
speaking unit.
But, because of the small group taping, they now
know they can "do it" if
1. they do the research,
2. they organize their thoughts,
3. they pay attention to supporting materials.

Videotaping

Weber

9,

*t. they use vivid, correct language,
5. they know their material,
they can give a five to eight minute speech in front of what, by
now, has become a friendly, supportive audience.
While not all
formal presentations will be delivered to such a well-known,
friendly group, this atmosphere Is an ideal one for that "first
speech." What was initially viewed as a threatening situation is
now a positive learning occasion, due in large part to the
videotaping experience.
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Experiential Learning Of Nonverbal Communication
In Popular Magazine Advertising

Janies A. Schnell
Nonverbal communication Is recognized as a primary influence In
the human interaction process.
As a professor of interpersonal
communication,
I seek to highlight the many ways nonverbal
communication evidences itself in our dally lives.
This paperfocuses on nonverbal communication in popular advertising and how
such advertising exemplifies various areas within nonverbal
communication theory.
To work toward these ends I not only seek to show students
examples of nonverbal communication In popular advertising, I
also try to Involve them in the research process, thus allowing
them to work with me in selecting examples of popular advertising
that evidence nonverbal communication areas.
He used popular
magazine advertising, in this particular project, as a data base
for this experiential learning process.

Experiential learning offers the student an op,rortunity to
learn by doing.
It is learning "in which the learner is directly
in touch with the realities being studied."
This process
involves "not merely observing the phenomenon being studied but
also doing something with it, such as testing the dynamics of the
reality to learn more about it, or applying t^e theory learned
about
it to achieve some desired results."
This type of
learning can be achieved in or outside of the traditional
classroom environment.
David Kolb has developed the idea of experiential learning into
a theory of the learning cycle.
Kolb believes "experience is
translated into concepts which in turn are used as guides in the
choice of new experiences."-’
He describes the learning cycle
as consisting
of
four
interdependent
steps:
1)
Immediate
concrete experience is the basis for 2) Observation and reflection 3)
which are assimilated
into
the formation of
abstract concepts and generalizations from which implications for
action are deduced, and <l) followed by testing impl icatlons of
concepts jji new situations.
Kolb states step four leads to step
one
concrete experience) and, thus, the cycle is complete.

Experiential learning is unique in comparison wltb mere lecture
as it employs a variety of our senses not often used in traditional classroom lecture environments.
I developed this
James A. Schnell is an Assistant Professor at the University of
Cincinnati.
This project was funded through a Research and
Instructional
Development
Grant
from
the
University
of
Cincinnati.
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1987
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project to provide students an opportunity to build from information provided in class lectures with the objective of helping
them learn by being able to understand and apply fundamental
nonverbal communication concepts.
The project lasted seven weeks (of a ten week quarter) and
included participation from two sections of the basic interpersonal communication course at the University of Cincinnati.
It
involved ten primary steps.
1) The class was divided into groups to review a wide variety of
popular
magazines
(i.e.
Newsweek,
Cosmopolitan,
Rolling
Stone, Reader's Digest, etc.).
2) They collected advertisements which exemplified nonverbal
communication areas discussed in class lectures and assigned
readings.

3) We compiled collected advertisements under various nonverbal
communication classification areas (i.e. kinesics, proxemics,
objectics, etc.).
An advertisement was placed in a classification area when the behavior in the photograph exemplified
a nonverbal communication behavior.
For example, an advertisement with two people looking into each others eyes
exemplified eye behavior.
Student groups submitted advertisements in various nonverbal categories and defended their
submissions with the instructor.
9) We look through the advertisements in each nonverbal communication classification area to see which classification areas
were
best
exemplified
by
the
advertisements collected.
Primary criterion for this process was the quality of the
photographs
(regarding
their depiction of the nonverbal
areas).
Quantity of advertisements was a secondary criterion.
We narrowed the nonverbal communication classifications
to six areas, from a field of twelve, which we focused on in
the presentation.
The six areas were physical characteristics, artifacts, kinesics, touching behavior, proxemics, and
environmental factors.
5) Ten advertisements were chosen for photographing in each of
the
six
nonverbal
classification
areas.
Criteria
for
selection were based on the degree to which the photograph
depicted the particular nonverbal behavior.
The photographed
advertisements were developed into slides.

6) The slides were
nonverbal areas.

organized

into

the

aforementioned

six

7) We wrote a script describing the six nonverbal categories and
how these categories were observed
in popular magazine
advertising.
Description of popular magazine advertising was
based on the advertisements chosen for Inclusion In the six
nonverbal areas.
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8) Background music was selected for portions of tiie presentation.
Criteria for selection were based on our ability to
adapt musical
lyrics to meanings
portrayed
in the six
nonverbal areas.
9) An audio cassette tape was recorded (narration and music).
The tape included an Introduction, description of the six
nonverbal areas, discussion of selected advertisements which
depict each of the six nonverbal areas, emphasis on the
relevance of these depictions, and a conclusion.
Slides were
organized in an order which supported and complemented the
audio tape.
10. The final product was presented in class.

This project was completed during the winter term of 1987, and
was Intended to serve as an experiential learning tool for the
two sections participating in the production.
A second objective
was to produce a presentation which could be used to describe
nonverbal communication cortcepts during future instruction in
sections of the basic interpersonal communication course at the
University of Cincinnati.
After completion and observation of the presentation, each
student who participated in the production of the presentation
was asked to write a brief one-page report on their involvement
in the project as a learning experience.
I asked them to respond
to the following questions:
A)

Mas this project a positive
why?
If no, why not?

B)

How did your participation in this type of project affect
your learning of nonverbal communication areas (as opposed to
using lecture as a means of learning the material)?

C)

The nonverbal communication areas covered in the project will
be included on the final examination.
Has your participation
in the project enhanced your learning of these concepts
enough to ensure correct answers to exam questions?

learning

Thirty four students participated
presentation and 33 of them completed
Student responses to these questions
tion in the project was enjoyable
experience.
The following numerical
the aforementioned question areas.

experience?

If

yes,

in the production of the
the evaluation assignment.
indicated their participaand a positive learning
categories correspond with

A)

All students completing the evaluation assignment Indicated
it was a positive learning experience.
Responses generally
indicated their
participation was positive because they
learned the material and enjoyed being actively Involved with
the learning process.

B)

A vast majority of the 33 students completing the evaluation
assignment
indicated
their
initial
understanding of the
nonverbal communication areas was based on class lectures and
assigned textbook readings.
However, they emphasized the
project gave them an opportunity to build from this informa-
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tion considerably and better understand its applications and
relevance in their day-to day interactions.
The ability to
apply the information and understand its relevance seemed to
be the primary benefit of participation in the project.
C)

The final examination had six questions dealing with the six
nonverbal communication areas covered in the project.
All of
the students felt participation in the project enhanced their
understanding of the six nonverbal areas.
Thirty-three of
the 3*1 students taking the final examination answered.all six
nonverbal communication questions correctly while one student
missed two of the six questions.

As mentioned earlier, a secondary objective was to produce a
presentation which could be used to describe nonverbal communication concepts for future sections of the basic interpersonal
communication course.
The presentation was used for this purpose
in two sections of the basic interpersonal communication course
at the University of Cincinnati during the fall, 198? term.

Students in both sections completed a written survey which
quizzed them on their knowledge of the six main categories of
nonverbal communication covered in the presentation, and solicited their views on the effectiveness of the presentation in
helping them better understand nonverbal communication.
A copy
of this survey is included in Appendix A.

Thirty-eight
students
(from
both
sections)
observed
the
presentation and completed the survey.
Thirty-five of these
students answered all six matching questions correctly (which
involved matching
the
nonverbal
category
with
the
correct
definition).
The remaining three students answered four of the
six matching questions correctly.
Participants were asked to respond to the following statement.
"The presentation has helped me better understand nonverbal
communication and how it exists within society."
Thirty-seven
percent "strongly agreed", 55X "agreed", and 8l were "neutral".
No participants "disagreed" or "strongly disagreed" with the
statement.

The use of this project as an experiential learning tool was
beneficial to the students who worked on the project and the
product of the experiential efforts has also served well as a
teaching aid for other sections of the basic
interpersonal
communication course.
The aforementioned discussion of responses
from students who worked on the project clearly indicates they
perceived their learning experience to be enhanced due to their
participation in the learning process.
Their abilities on the
final examination support this contention.
Students who observed the presentation exhibited a correct
understanding of the nonverbal concepts (as found in the survey)
and indicated agreement that the presentation benefited their
learning of the material.
Comparison of the students who
produced the presentation versus the students who only observed
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the
presentation
Indicates,
while
both
groups
learned
the
material, the students who produced the presentation gained a
more thorough appreciation of the application and relevance of
the nonverbal communication concepts.
This can be attributed to
the degree they worked with the nonverbal materials and their
active participation in the learning process.
Students who produced the presentation experienced an enhanced
learning opportunity.
According
to
Keeton
and
Tate,
this
enhanced learning experience occurred because the students did
not merely observe the phenomena being studied, but J-hey also
applied
the
theory
to
achieve
a
desired
result.^
Active
participation in the learning process provided the bridge to this
enhanced learning experience.

The students who produced the presentation experienced Kolb's
learning cycle described earlier in this paper.
Concrete
experience was used as a basis for observation ajid rjttlSR.tlan
which was assimilated into the formation o_f abstract cp.QCSP.t.s ajid
generalizations which led to
tmol Icatioiis of concepts Jj)
new situations'^.
As described by Kolb, these four steps lead
to the initial step of concrete experience.

Notes
^Keeton,
Why. How.
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APPENDIX A

Physical Characterlsitcs

with
clothing,
A. deals
Jeweiry, and beauty aids

Artifacts

with
B. deals
hair color,
traits

Kinesics

C. deals with the expression
of
emotions
such
as
loving, caring, etc.

Touching Behavior

D. deals with body
and gestures

Proxemlcs

E. deals with
we use it

Environmental Factors

F. deals
with
physical
surroundings and how the
physical
surroundings
affect perceptions of the
indiv idual

body
and

space

The presentation has helped me better
understand
communication and hou it exists within society.
strongly agree

agree

neutral
disagree
strongly disagree

shape,
similar

movements

and

how

nonverbal
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Audience Adaptation Exercise:
AIDS 101
R. Jeffrey Ringer

Learning how to adapt a message to a particular audience is a
crucial skill for public speakers.
A considerable amount of time
is spent in most fundamental speech courses instructing students
In audience analysis and adaptation.
This exercise is designed
to provide experience in adapting a message to an audience while
at the same time disseminating an important message to your
students.
AIDS, a fatal illness, will soon touch the lives of
most Americans in one way or another.
Yet, many students resist
learning about AIDS because of the sexual nature of the message.
This exercise offers you an opportunity to inform your students
about a most important topic while at the same time instructing
them in a concept crucial to your curriculum.

Objective:
To illustrate the need to adapt messages to different audiences
and provide a situation for students to practice such adaptation.

Procedure:
Distribute the "AIDS 101" outline to your students and ask them
to read it for the next class period.
During that next class
period discuss the material.
Divide class into small groups and
assign each group a different audience from the following list:
a co-ed high school class of sophomores
a co-ed fourth grade class
a small group of native American Indians
a group of gay men*
the local Business and Professional Women's Association
the local Rotary International club
men and women who are part of a drug rehabilitation
program*
an adult Sunday School class
prostitutes*
a college class
* indicates groups that may be at high risk for AIDS.
Instruct each group to design a message for their audience.
The
purpose of the message is to inform the group about the nature of
AIDS, how it is spread, and how they can prevent themselves from
getting it.
The groups should consider the following questions:

R. Jeffrey Ringer is an Assistant Professor of Speech at St.
Cloud State University.
You are encouraged to copy the outline
for this exercise and have the author's and publisher's permission to do so.
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Language - What types of language should they use and what are
the implications of those choices?

If you choose to further direct the discussion you might introduce these questions.
How should they describe the virus?
Should they call it a virus, germ, infection, epidemic, contagion, or something else?
How should they refer to a person who
has AIDS?
Should they call this person a victim, patient,
invalid, case, incurable, or person with AIDS.
What are the
implications of these language choices? How should they refer to
body parts?
Should they be explicit and use the words vagina,
penis, and anus?
Or should they use socially acceptable euphemisms? What are the implications of both?
How should they deal
with these implications?

Hain Points - Which of the ten main points are the most
important for their audience? What influenced their decision?
If they are speaking to an elementary school class the most
important message might be that AIDS is hard to get, but, if they
are speaking to a high risk group that would not be the most
important main point.
The statistics on women may play a
prominent role in a presentation to women's groups.
How should
they organize these points?
Should they build to a climax or
begin with their strongest point?

Arguments - What types of arguments do they feel will be the
most persuasive for their group? What influenced their decision?
Should they focus their arguments on morals, medical evidence, or
a combination of both?
Which groups would be most receptive to
arguments based on morals?
On medical evidence?
On a combination? What other types of arguments might be appropriate?

Presentation:
After each group has created their message by identifying the
language they would use, the main points they would Identify, and
the arguments they would use,
have each group present the
structure of their message to the other groups.
The whole class
may wish to discuss the differences.

This exercise is generalizable to other controversial topics.
If another topic is chosen, the instructor would need to write an
outline of relevant material. Identify appropriate audiences and
provide the students with other appropriate questions to encourage discussion.
AIDS is a difficult topic to deal with in any classroom but it
is imperative that young students learn about it.
AIDS strikes
those who are sexually active and statistics reveal that college
students are among the most sexually active.
The Speech Communication classroom is an appropriate setting for this activity
because speech faculty often Introduce current issues and topics
to
illustrate
communication
concepts
and
promote
relevant
discussion.
This exercise provides students an opportunity to
learn an important communication concept and discuss a difficult
topic in a non-threatening educational format.
It also has the
potential to save lives.
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AIDS 101*
I.

AIDS is a virus that breaks down the body's immune system
leaving a person susceptible to opportunistic diseases or
infections.

A. People do not die from the AIDS virus itself.
B. They die from the opportunistic infections that their
bodies cannot resist.
C. The two most common diseases that people with AIDS get
are pneumocystis penumonia
and caposi's sarcoma
(a
cancer).
II.

AIDS is caused by a virus called HIV.
A. HIV stands for Human Innumodeficiency Virus.
B. Host people infected with HIV show no symptoms.
1. These people are called carriers.
2. There are anywhere from 1.5 to 5 million people in
the US infected with HIV.
3. There are 20,000 to 30,000 people
in Minnesota
infected with HIV.

C. Some people Infected with HIV develop only some symptoms
of AIDS.
1. This is called ARC (AIDS Related Complex).
2. There are 500,000 people in the U.S. who have ARC.
3. There are 3,000 people in Minnesota with ARC.
D. Of all
the people
Infected with
developed AIDS.
300 in Minnesota.

III.

HIV,

55,000

have

There is no cure or vaccine for AIDS or the HIV virus.

A. There is not likely to be one for ten years or longer.
B. Current drugs—e.g. AZT--only help relieve symptoms.
IV.

As far as we know, AIDS is always fatal.

A. Hany people who have the AIDS virus
develop AIDS.
B. Some experts claim that ALL people
eventually develop AIDS.

V.

will

go

with

HIV

on

to

will

There are many startling facts around AIDS.
A. AIDS is now the leading cause of death for all
Hew York City between the ages of 21 and 35.
B. So far, cases have been concentrated on the
east coasts, but they are migrating inland.
C. AIDS has the roost impact on young people
sexually active/drug experimentation years.
D. Almost every country in the world has reported
AIDS.
E. By 1991 there will be 179,000 people with AIDS.

women in

west

in

and

their

cases of
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VI. AIDS is hard to get!
A. The HIV virus is fragile.
1. It does not live long outside of the body.
2. Unbroken skin is a perfect barrier.

B. The virus has to pass from
Infected person to the blood
person.

the blood
stream of

stream of an
an uninfected

VII. There are two common ways that people get the HIV virus.

A. The first is through unprotected sex.
1. HIV is very concentrated in semen.
2. It is common for tiny cuts to occur during both
vaginal and anal Intercourse.
(In the inside walls
of vagina in the woman and the urethra in the man and
in the inside walls of the anus of both men and
women.)
3. HIV passes from one person to another through these
small—often Impossible to see--cuts.
B. The second is through Intravenous drug use.
1. HIV is highly concentrated in blood.
2. Sharing needles when taking intravenous drugs exposes
you to the other users' blood.
3. Although you may hear that HIV is also found in other
body
fluids,
most
researchers agree that
it
is
impossible to pass AIDS through these fluids.
a. The concentration of the virus in these fluids is
low.
b. The virus has never been proven to have been
passed from one person to another through these
fluids.

VIII. You can prevent yourself from getting AIDS.
A. Never engage in unprotected sex with anyone you suspect
may have the AIDS virus.
B. Always wear a condom during sex.
C. Never share a needle.
D. If you must share a needle, clean your fix in a solution
of water and bleach.
IX.

A test exists to determine if one has been exposed to the
AIDS virus.
A. This test is known as the Elisa test.
B. It tests for anti-bodies to the AIDS virus.
C. One should not be tested for AIDS unless one feels they
have reason to believe they may have been exposed.
1. Host people do not engage in high risk behaviors.
2. The high false-positlvity rate among non-high-risk
behaving individuals would falsely identify many as
carrying HIV.

* Information provided by the Minnesota AIDS Project.
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